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SUMMARY 
In this study of the development and évaluation of a new school as an inclusive 
school, I explore the thème of inclusive éducation and show how the boundaries of 
inclusive practice have been expanded as this unique school has grown over the four 
years since it has been established. My methodology is a combination of case study 
and action research. 
My intent is to redefine inclusive éducation, from the integration of children with 
special educational needs to being individualised community-based learning. 
I consider how 1 developed the various aspects that contribute to the inclusive nature 
of the school, including curriculum, learning facilitation, learning environment, 
assessment for learning and look at the standards achieved within the school as one 
indicator of its success. I also consider my rôle as headteacher of the school, my 
background and how I came to this vision and have corne to this practice of inclusive 
éducation. 
Through an evaluative study I show that the inclusive practices are very effective in 
our school in terms of parental satisfaction, staff and pupil attitudes, a positive Ofsted 
report, and rising standards. 
I isolate the éléments that contribute to the success of the school and use them for the 
basis of a 'template* and a new définition. I hope that this template can then be of use 
to other schools to enable them to reflect on their own practices with a view to 
developing inclusive éducation more broadly. 
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CHAPTER 1 
INTRODUCTION 
This is a case study of a unique institution. 
In this study of the development and evaluation of a new school as an inclusive school I 
intend to explore the theme of inclusive education. I aim to show that the current definitions 
that I found in my literature searches do not encompass the vision that I hold or reflect the 
school that I, in conjunction with staff and governors have developed. I will also reflect on 
my own development as a practitioner and give some comment as to how I have developed, 
and am continuing to develop, throughout the progress of this study. 
I have developed the school in this way believing it to be the way education should be 
developing, given my previous development activities, reading of relevant literature, key 
government papers and initiatives and my reflections on all of these things. 
I have involved all key stakeholders in the planning and development so they feel ownership 
of the whole project. This was vital given that they would be contributing to its development. 
Ongoing evaluation has shown that the work is successful - the stakeholders continue to give 
feedback and staff, governors and I continue to develop the school further. 
There have been times throughout the development of the school when I have wondered 
whether I have been risking my professional reputation. I was taking a huge risk pursuing 
my own beliefs about effective education rather than implementing government policy. For 
the first two and a half years of the school's life I did not share our vision with anyone 
outside of the immediate school community. It was only after a successful Ofsted inspection 
that I felt enabled to speak out about the successes of our practice. 
For the purposes of this study I am making the assumption that inclusive education is a good 
thing and brings benefits for the whole school community. M y intention by the end of the 
study is to show what those benefits are and why all schools should be considering them as 
part of the national drive for inclusivity. 
I am not prepared, however, to make claims about our school being a 'perfect* inclusive 
institution because I know that inclusion is not a state, it is a process. We can always be 
more inclusive. 
Context 
I believe that it is important to set the context for this study as it has had such a profound 
impact on the development of the school. I begin with a reflection about how I have become 
the practitioner I have become by tracing my developing understanding of inclusive practice, 
and the need for it in our schools, throughout my career. This has played a large part in the 
development of the school as an inclusive school, given that I am the founding headteacher. 
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I have also included as part of the context, sections on why a new school was built and what 
kind of new school it should be as thèse too have influenced its development. 
My Development as a Professional 
I had not had a very happy éducation, my self-esteem was very low and I had become very 
good at learning how bad I was at learning. I knew, therefore, that I had to become a teacher 
in order to improve the educational expériences of future générations. A grand ideal for 
someone of only 6 years of age, because at the time I felt that classrooms should be happy 
places and I was very unhappy at school. 
My low self-esteem continued to be reinforced at secondary school, up to and including my 
examinations, where I managed to scrape enough passes to secure my place at teacher 
training college. 
I was trained as an early year's teacher, for the 3 - 8 age range, and, as such, a large 
proportion of my course was based on child development and the importance of relating 
practice to the relevant stages of development and levéis of understanding. I was taught how 
to understand children's play and learning. 
Most of my training was based on the théories of Piaget, which placed action and self-
directed problem solving at the heart of learning and development. It promotes the idea that 
children can pass through stages of development and therefore asserts that they cannot learn 
or be taught how to functïon at 'higher' levéis before they have passed through the lower 
ones. In this model, the teacher provides the appropriate materials and classroom expériences 
and when the child is 'ready' s/he will learn (Piaget, 1967). 
During my first four years of teaching I worked in two separate schools and worked for two 
very différent headteachers. In the first school she was a very authoritarian figure, she had 
very little contact with the staff and pupils of the school - and if she did visit the classrooms 
it tended to be to criticise. My second school could not have been more différent. The school 
was merging with its partner junior school to form a primary school and until the new 
headteacher could take up her post we had a 'trouble-shooter' headteacher who played the 
honky-tonk piano in assembly and taught ali the children to hand jive. His management style 
was much more 'laid-back' but he was able to engage staff in debate about teaching and 
learning and give staff the confidence to 'have a go' at trying out new things that my first 
headteacher had not done. I learnt a lot about how to get the best out of people from him. 
I then transferred from Yorkshire to London for a promotion. It was on transferring to my 
current authority as an educational visitor that I started to question some school practices. As 
I was working in homes with individual children, and their parents, I began to examine 
closely how children learn. I feel this was a 'criticai incident' for me, as it changed some of 
my ideas about children's learning. I began to see that young children, (I was working with 
3-4 year olds at the time) could be helped to grasp quite difïicult tasks with guidance, what 
Wood calis 'contingent teaching' (Wood, 1988). 
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The difficulty then carne in transierring my new-found knowledge about how children learn 
in a 1 -1 situation to a class of 36 mixed-age children in my next appointaient, where the 
school's philosophy was very différent to mine. 
But it was in this post, as a young deputy headteacher, appointed to a staff who were 
considerably older, delivering a curriculum that I felt to be inappropriate for young children, 
where I believe I experienced some of the most 'criticai incidents' of my professional career. 
At that time the Education Committee had considerable influence over senior appointments 
within schools. I believe that the headteacher was persuaded to appoint me and I felt that she 
was not convinced about my abilìties, either as a class teacher or as a prospective deputy. 
The curriculum (although of an infants' school) was based around a subject timetable (this 
was in 1982) and relied on resources that I had encountered as a pupil in my own infant 
school days. Knowledge was the main emphasis of the curriculum, with the main teaching 
stratégies being copying from the blackboard, and rote learning of facts, such as isolated 
words from a reading scheme and times tables. Learning through play was frowned upon and 
quality of teaching was judged by the number of workbooks the children completed in the 
year. The children were formally tested to ascertain reading ages, etc. and this summative 
assessment did not inforni the learning process at ali. This system seems to echo the liberal-
humanist tradition as explained by Mike Golby in 'Curriculum Traditions' (1989) and as far 
as l was concerned was totally inappropriate for 4-7 year olds, given my training and 
expérience. 
It was during this time that I began to develop myself, and other staff with me, as 'reflective 
practitioners' (Donald Schon, 1983). I began to engage the teachers in staff meetings and 
informai discussions about the teaching methods employed. We needed to focus on what we 
were doing and then ask why we were doing it. If we could not justify the what with the 
why, then we needed to change the what. 
I was given opportunities to join an L E A based 'think-tank' which involved some weekend 
conférences specifically focused on the management of change, including one led by Michael 
Fullan, which obviously affected my thinking (and practice) as a manager of change. Up 
unti! this time I had not developed an understanding of the management of change and most 
of my practice had been built on 'gut feelings' or 'trial and error'. Working with Fullan I 
began to understand the importance of the leader / manager's vision of future direction and 
the need for a series of flexible, short-term aims with an early opportunity for success built in, 
in order to achieve this vision. I was then able to use these skills within my setting, thereby 
refining my understanding and developing through expérience the techniques that worked for 
me. 
Therefore, on taking up my next appointaient, my first headship, I felt it vital to give staff an 
insight into my educational philosophy, and in my first staff meeting with them I gave them a 
picture of what I wanted the school to be like - my vision. I explained that the process of 
achieving that type of school (any change) would be a painful one, but that if we could 
support each other and work together for the good of the children, we would not go too far 
wrong. We would also need to be continually evaluating our practice and reflecting on our 
development in order to ensure that we were on the right path. I was beginning to implement 
Michael Fullan's cycle of change (1979). 
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At this time I attended an L E A run course on Early Childhood Education, led by Tina Bruce. 
She introduced me to the concept of 'schema' as a way of understanding the behaviour and 
learning of young children. This concept dovetailed perfectly with my initial training on 
Piaget and my further discoveries of 'contingent teaching'. It became obvious to me, 
following classroom observations and aware that the National Curriculum was looming, that 
we needed to devise our own curriculum based on these principles. 
We wanted to promote the growth of the individual through the provision of opportunities to 
investigate the world, in an environment where the individual would develop through 
encouragement. 
The decision was taken to abandon the use of printed schemes for reading and mathematics 
because on audit we found that they were not promoting the kind of education we believed in. 
We spent a great deal of time formulating activities in workshop sessions on Inset days and 
producing resources, which were duly categorised into topic banks. Evaluation was a large 
part of our work and we adopted the Open University 'Curriculum in Action' materials in 
order to do this. 
The six questions in the pack were: 
Î. What did the pupils actually do? 
2. What were they learning? 
3. How worthwhile was it? 
4. What did I do? 
5. What did I learn? 
6. What do I intend to do now? 
(Open University 1980) 
These questions encouraged the teachers to discuss their skills in relation to classroom and 
school practice. They began to see the benefits of working together to develop the 
curriculum based on our joint understanding of what makes a good teacher, and this 
developed us as a team. 
A lot of the activities we produced were devised to encourage the children to develop their 
problem-solving and thinking skills, but many were still too over-reliant on printed work 
sheets. Being aware of this, we tried to move into more practically based investigations and 
provide space for play-based learning. 
It was, and still remains, my belief that as teachers our first responsibility (accountability) is 
to the children, and the performance of our duties should reflect this. By constantly 
appraising our performance, both individual and collective, we were continually moving 
forward and growing in confidence. We had become a 'reflective institution'. 
"...a reflective institution must place a high priority on flexible procedures, 
differentiated responses, qualitative appreciation of complex processes, and 
decentralised responsibility for judgement and action." 
(Schon 1983, p. 19) 
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It was just at mis time, just as our curriculum was beginning to embed itself that central 
government introduced the National Curriculum. The National Curriculum had the potential 
to de-skill many teachers giving them the message that what they had been doing for years 
was not good enough, and in some cases that was the truth. The conflict between the 
National Curriculum and our value of the individuai child's needs led us to continue the 
development of our curriculum and our own schemes of work and, as a conséquence, led to 
increased self-esteem in my teachers. 
I then changed jobs, taking on the headship of a primary school, in a socially deprived area of 
our L E A . It was a difficult post, the (five separate) buildings were in a very poor state of 
repair, resources were poor and staff, pupils and parents had very low self esteem. This 
manifested itself in vandalism, fighting in the playground (between parents as well as 
children) and low levels of achievement. 
Whilst at this school, (five years), we had some notable achievements - we were the first 
school in our L E A to achieve Investors in People status; we were the first school in our L E A 
to be involved in Socrates (an international collaborative project with other schools in 
Europe); and, some of my staff and I had the opportunity to visit and work with schools in 
Norway, Holland and Spain. 
My confidence, which should have been high at this time, given the incredible turn-around of 
this school, was failing. I felt that not ail staff in the school subscribed to my vision and it 
was difficult to secure and maintain consistency of practice. My energy levels were 
exceedingly low due to the enormity of the task and I was taken seriously i l i and had to be 
absent from school for a six week period. This illness was to recur the following year and I 
had to take a décision - school or health. 
Fortunately, at this time my current post was advertised - the headship of a brand new school 
with the opportunity to build a school community from 'scratch'. This had been something 
that I had always wanted to do. On appointaient I had a term before the school opened in 
which to plan, to read and to think as well as staff, furnish and equip the school. 
The challenge of opening a new school has enabled me to bring together ali the learning from 
my previous posts and because the school is new, there is no history or tradition or prior 
expectation from our community. It has enabled the staff and I to build a school based on my 
philosophy of 'starting from the child'. It has been very hard work and will continue to be so 
but the feedback from pupils, staff and parents is so positive that it gives us the collective 
confidence and energy to continue. 
I feel that the kind of headteacher I am today reflects my expérience. I know that I need to 
make school a better expérience for my pupils than it was for me. 1 know that I need to 
maintain my position as iead learner' in my school in order to encourage and support the 
learning of others. I know that inclusive practices are the only way to provide appropriate 
éducation for every individuai. 
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Why a new school? 
Minutes from the L E A Education Sub-Committee of Councillors and Officers (see Appendix 
1) show that school places for primary âge pupils were forecast to be in short supply due to 
housing developments in the area. Initial discussions took place around increasing the roll at 
surrounding primary schools, but this was not feit to be feasible or sustainable. 
On 23 r d March 1993, Schools Sub-Committee approved in principle the provision of a new 
two-form entry primary school with a nursery. The first draft of the brief was prepared at the 
end of 1993. It was origïnally decided that there were only enough children to justify a one-
form entry school, so the plan was to build the school in two phases. This later changed due 
to financial implications and the design of the building was changed and built in one phase. 
The proposed site for the new school was also changed over time, linked mainly to cost of 
land and planning permission. The current siting of the school was agreed in 1994/95. 
A n initial accommodation schedule was drafìed with the brief. This was amended and 
developed during the life of the project. 
I have not found any documentary évidence to suggest that there was an underlying ideology 
about the kind of school that should be built or that it was built due to a rise of special needs 
children within the locality. Its building was merely a reaction to increasing pupil numbers 
within the area. 
What kind of new school? 
Having spoken to the architect, he advised me that the school was to be built with a special 
needs unit and with this in mind the dimensions of classrooms and corridors were larger than 
DfEE recommendations. The special needs unit included in the design of the building was 
originally intended to be used for visually impaired pupils, hence the larger than usuai spaces. 
On survey of parents of visually impaired pupils within the L E A it was decided that the unit's 
désignation would be changed as ail parents were happy with current provision out of 
borough and did not wish to move their children. A unit for hearing-impaired children was 
then considered but this was also rejected by the L E A , as parents were satisfied with the out-
of-borough provision. 
I had had expérience at my last school of including a child with severe and complex special 
needs, both physical and educational and had seen the significant progress that he had made 
being enabled to operate within a mainstream setting. I spent some of my préparation term 
reading around the issue of inclusive éducation (see the section on review of literature on 
inclusive éducation) and attended a residential training course on the inclusion of autistic 
children into a mainstream setting. I discussed the idea with my then temporary governing 
body and it was decided, in conjunction with the L E A , that we wanted our school to be an 
inclusive school. At this time my understanding of inclusive éducation was very limited and, 
to me, at that time, it meant including some children with special educational needs within a 
mainstream setting. 
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The school was opened in September 1998 as a completely new school, with the brief to 
build a new school community. 1 had been appointed in February 1998 just as the building 
was being completed, so I had no input into its design. I took up appointment in April 1998, 
giving me one term to plan, appoint staff, and furnish and equip the school for its opening the 
following term. It had been decided by the L E A that the school would open as a one-form 
entry school in its first year, with one reception class and morning nursery class only -
becoming two-form entry in our second year, it would then grow by one year group each year 
until the school was a fully functioning primary school in September 2005. 
I spent the term reading, reflecting and planning for the future. So that when the school 
opened I had a fully formed vision about the kind of school that I wanted it to be. I wanted it 
to be unique, seeing it as an opportunity to build a school for the future, particularly with the 
new millennium around the corner. I was dissatisfied with the way the education system was 
going, i.e. more centralised control from government and I wanted to make a school where all 
children could be seen as successful, not just the academically-gifted few. I wanted to build a 
school that would serve the needs of its community and be the hub of learning within that 
community. 
As staff were being appointed we made one of our criteria for selection a willingness to 
participate in the education of special needs pupils, including a willingness to access further 
training. This has remained one of our criteria for selection. When we are interviewing we 
look for staff who have a positive approach to their dealings with pupils and who see all 
pupils as having something to contribute to the school. We look for solution-focused 
individuals who can contribute to the development of the school. 
Our notion of inclusiveness has developed since we have opened and have been functioning. 
As policies have been developed we have based them on our developing philosophy of 
inclusiveness. New staff joining our team have added to our thinking. 
Our L E A has played very little part in the development of our school and decisions have been 
made by staff in conjunction with governors. But our thinking has been shared with the L E A 
who are now developing an inclusion strategy that will include a planned places scheme, 
whereby some schools are given additional budget in order to support inclusion. We have 
already volunteered for this scheme, although it is unlikely to come into operation before 
April 2003. 
In the meantime, I have been asked to help with the training of L E A staff, and eventually 
staff of other L E A schools, on what constitutes effective inclusive practices. I will be using 
this case study of my own school as an exemplar. 
Contextual Data 
The ethnic backgrounds of the pupils are very mixed. Just over one third of the pupils are of 
white United Kingdom descent. European backgrounds include Greek, Greek and Turkish 
Cypriot, Irish and Italian. In addition, there are pupils from African, Caribbean, Indian and 
Pakistani backgrounds. About 10 per cent of the pupils who attend speak English as an 
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additional language but only about 2 per cent of those are at the early stages of leaming 
English. 
Economically and socially, the backgrounds of the pupils are mixed. About 17 per cent of 
the pupils are eligible for a free school meal. The proportion with statemented special 
educational needs is just under 3%. The range of difFiculty faced by pupils with Statements is 
varied and includes emotional and behavioural diflîculties; speech and language; hearing 
impairment; phystcal needs and autism. 
The varied intake of our school gives us a mix of pupils that enables us to show inclusive 
practices in ail its differing respects. 
The Study Project 
The study will reflect my personal struggle to establish and develop West Grove, using a 
reflective commentary. A lot of the study, (which began in 2000), will be the telling of the 
story of the school's development from 1998 to the présent, with an évaluation based on 
research with some of the key stakeholders and a reflection on how this development has 
taken the form it has. 
1 will trace the history of inclusive éducation and show how it has developed over time, 
making some référence as to how the politicai climate has brought about the right climate and 
the necessity for change. 
I wil l include a chronology of the school's development, showing significant events in its 
history (see Appendix 2). 
The text covering my project activity will consider various aspects of inclusion, as 1 see it. 
These will consist of: 
• Curriculum 
• Leaming to Learn Project 
• Leaming Facilitator 
• Leaming Environment 
• Assessment for Leaming 
• Standards 
In my conclusion, I will consider which of the above aspects contribute to effective inclusion 
and try to quantify their impact on the school. My ultimate aim is to re-define inclusive 
éducation in order to further the current debate on social inclusion and provide a model by 
which others can gauge how change may occur in their own institutions. 
Given that the Government Green Paper, Excellence for A i l Children (DfEE, 1997) 
reaffirmed the intention to provide an éducation for as many pupils as possible within a 
mainstream setting; and, this continues to be the thrust of Government and L E A policy, then 
ail schools need to be considering how they can become more inclusive in their practices. I 
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hope that this study will provide some insight into the kinds of areas that need to be 
considered. 
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CHAPTER 2 
Terms of Reference 
West Grove is a community school in the London Borough of Enfield and as such is subject 
to national legislation contained in the School Standards and Framework Act (1998) and 
regulations. This sets the Terms of Reference under which I am expected to opérate. 
The overriding requirements of me as headteacher are set out in the School Teachers' Pay 
and Conditions Document. They state that: 
"A head teacher shall carry out his professional duties in accordance with and 
subject to: 
a) the provisions of the Education Acts; 
b) any orders and regulations having effeet thereunder; 
c) the instrument of government of the school of which he is head 
teacher; 
d) where the school is a voluntary, foundation or foundation special 
school, any trust deed applying in relation thereto; 
e) any scheme prepared by the local education authority under section 
48 of the School Standards and Framework Act (1998)." 
I am responsible for the internal organisation, management and control of the school, in 
consultatíon and under the direction of the governing body. 
My professional duties include: 
• formulating the school aims 
• appointment of staff 
• management of staff 
• liaison with staff unions and associations 
• determining, organising and implementing an appropriate curriculum for the 
school (in Une with my duty under sections 351(4), 357(1) and 390(4) of the 
Education Act 1996 and section 69 of the School Standards and Framework Act 
1998 
• review of the work of the school 
• standards of teaching and learning 
• appraisal, training, development and induction of staff 
• threshold assessment 
• advanced skills teacher assessment 
• management information 
• pupil progress 
• pastoral care 
• discipline 
• relations with parents 
• relations with other bodies 
• relations with the governing body 
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• relations with the local éducation authority 
• relations with other educational establishments 
• resources 
• premises 
• absence 
I am also expected to participate in the teaching of pupils at the school, including the 
provision of cover for absent teachers. 
Whilst thèse terms of référence impose some statutory responsibilities upon me in the 
discharge of my duties, I firmly believe that it is possible to interpret some of the régulations 
in such a way as to allow creative freedom. 
It was my intention, in the création of an inclusive school, to work within the spirit of the law 
whilst not being bound by the letter of the law. This has led to the governors and I making 
décisions not to implement the National Literacy and Numeracy stratégies and not to deliver 
the National Curriculum through subject based lessons. I do not believe that it is an 
appropriate curriculum for young children. 
Aims and Objectives 
My overall aim was to develop a school that would be an exemplar of effective practice for 
inclusivity because I wanted to provide a positive educational expérience for ail children 
within my school (and other schools). 
One planned outcome of my study was to show that an inclusive school had to be inclusive in 
ali its practices. I intended to document and celebrate the success of our school, provide an 
évaluation based on my research and provide a tempiale of an inclusive school, which could 
be used within my Local Education Authority as an exemplar of effective practice. As the 
L E A is currently devising a new Special Needs Strategy following a best-value review, where 
inclusive practice is to be further developed, my study will be timely and should contribute to 
the L E A thinking. 
My main objectives are: 
• To trace the history of the development of inclusive éducation. 
• To consider current définitions of inclusive éducation. 
• To outline the éléments which contribute to the effectiveness of an inclusive 
school. 
• To investigate and document each élément fully, quantifying its impact on the 
success of the school. 
• To seek views from each group of stakeholders on their perceptions of the school. 
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• To provide an analysis of this evaluative process. 
• To produce: 
• a video for parents and prospective parents so that they have a visual 
explanation of our practice; 
• a website for parents, prospective parents and fellow professionals that 
includes information about our inclusive practices; 
• a curriculum document to support the planning process for teaching staff in 
our school; 
• a leaflet contaïning a template of inclusivity that can be used by other schools 
as a tool to assist them in the review of their own inclusive practices; 
• a project report documenting the process. 
• To develop a new définition of 'inclusive éducation'. 
I believe this work to be of professional significance because of its timeliness. We are at a 
stage in éducation when there is much interest in 'Learning to Leam' methods and stratégies. 
Since our school was reported in the Education Guardian in March 2000 (see Appendix 3), 
we have received phone calls and visits from teachers and educationalists fiora ali over the 
country. Myself and two of my staff were asked by the L E A to be part of an international 
teacher professional development project, which involved us in travelling to Chicago in 
February 2001 to discuss our work on thinking skills. Finally, the Campaign for Learning 
project was due to publish an interim project report at the end of spring term 2002 (see 
Appendix 4). I was asked to lead a primary workshop at the launch of this report. A final 
report will be produced during 2003. I have recently been contacted by the National College 
for School Leadership who are undertaking a case study profile of how I have led the school 
to its current position, which will be featured on their website. This will generate further 
interest in our work. 
A Review of the Literature on Inclusive Education 
Throughout my literature searches I have found there to be a continuing debate about what 
constitutes inclusive éducation. This reflects the différences in perspectives on learning 
difficulties and disabilities prévalent at différent times. 
In the 1970s, the medicai model was prépondérant with difficulties and disabilities being 
regarded as inhérent in the individuai. Education was seen at the 'cure' or 'thérapies' that 
would minimise or eradicate the Symptoms. Children were usually admitted to specialist 
provision or were transferred from mainstream schools to specialist provision as soon as their 
'problem' was diagnosed. This process worked on a deficit model. 
In the 1980s this model carne under some criticism for focusing on the disabìlity rather than 
on the impact of the educational provision on the child's learning. So, there developed a 
more interactive approach, where the child's difficulty was seen to arise from a mismatch 
between the child's needs and provision, whether organisational or curricular. In this way, 
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the responsibility was shifìed from the child (and parents) to the school or organisation. It 
became the school's duty to provide the necessary support for the child. The buzzword 
became 'integration'. 
In the early 1990s a slightly différent perspective was ìntroduced (Ainscow and Hart, 1992). 
They suggested that inclusion of pupils with special educational needs could lead to overall 
school improvement, in that organisational and curricular arrangements woutd be under 
scrutiny in order to address limitations for SEN pupils. 
In a paper for Barnado's entitled "What works in inclusive éducation?" Judy Sebba and 
Darshan Sachdev give a définition of inclusive éducation: 
Inclusive éducation d esc ribes the process by which a school attempts to respond 
to ali pupils as individuate by reconsiderìng and restructuring its curricular 
organisation and provision and allocatine resources to enhance equality of 
opportunity. Through this process, the school builds its capacity to accept ali 
pupils from the locai community who wish to attend and, in so doing, reduces the 
necd to exclude pupils. 
(adapted from Sebba and Ainscow, 1996) 
They felt that this définition was rather prescriptive, by suggesting what inclusive éducation 
should look like rather than reflecting the realities of practice, which stili sees many exclusive 
practices. 
National Government has done little to further the debate about inclusion. They stili see it as 
an issue of the integration of special needs pupils into mainstream éducation, despite their 
espoused commitment to social inclusion in its widest sense. David Blunkett, the then 
Secretary of State for Education, in September 1999, wrote: 
"We are aiming to encourage a more inclusive and cohérent éducation system. 
We are encouraging a more strategie approach by locai authorities to SEN 
issues, to promote more inclusive mainstream schools backed by special schools 
which bave a clear and shared vision of how they will provide specialist skills 
and expérience for the system as a whole. Inclusion is not about the wholesale 
closure of special schools. It is about building on and developing the wealth of 
expertise and expérience within the specialist sector in the interests of the 
children." 
Ofsted, in their latest guidance for inspectors and schools, 'Evaluating Educational Inclusion' 
(2001) do little to further the debate, they say that: 
"Educational inclusion is more than a concern about any one group of pupils 
such as those pupils who bave been or are likely to be excluded from school. 
Its scope is broad. It is about equal opportunities for all pupils, whatever 
their age, gender, ethnicity, attainment and background. It pays parricular 
attention to the provision made for and the achievement of différent groups 
of pupils within a school." 
(Ofsted 2001, p. 4) 
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Although it is gratifying to see that Ofsted are beginning to embrace the notion of inclusive 
schooling, it is dìsappointing to realise that their document is a very politicai response to the 
Macpherson Report, and, as such, concentrâtes mainly on the issues of racism and 
discrimination within schools rather than taking the opportunity to address the issue more 
widely. 
The N A H T in their SEN Policy Statement sets out the following définition: 
"Inclusion is a pro ces s that maximises the opportunity for all children and 
young adults to access a broad, relevant and stimulating curriculum in a 
range of educational settings appropriate to their needs." 
This définition is starting to become broader in that it mentions ail children and young adults 
but it is stili a narrow définition in that it concentrâtes on equal opportunities for pupils alone, 
leaving éducation as a narrow view of 'schooling*. I believe éducation is much bigger than 
'schooling' alone, especially given that children spend only 15% of their waking lives 
between the âges of 5 and 16 in school. Education must be broader than schooling, if it is to 
be more inclusive. 
For my purposes, thèse définitions of inclusive éducation are still too narrow. They 
concentrate on provision for pupils' éducation in terms of schooling alone and in my terms if 
a school is to be truly inclusive it must have a much wider impact, it must be the centre, or 
hub, of a learning community, working to facilitate learning at ail levels within that 
community. 
A much closer match to my emerging définition of inclusive éducation was provided by the 
Centre for Studies on Inclusive Education (CSIE) in 2000: 
• "Inclusion in éducation involves the processes of increasing the participation 
of students in, and reducing their exclusion from, the cultures, curricula and 
communiries of local schools. 
• Inclusion involves restructuring the cultures, policies and practices in schools 
so that they respond to the di versi tv of students in their localiry. 
• Inclusion is concerned with the learning and participation of ali students 
vulnerable to exclusionary pressures, not only those with impairments or 
those who are categorìsed as 'having special educational needs\ 
• Inclusion is concerned with im pro vin g schools for staff as well as for 
students. 
• A conccm with overcoming barri ers to the access and participation of 
partici! la r students may reveal gaps in the attempts of a school to respond to 
diversity more general ry. 
• AH students have the right to an éducation in their locality. 
• Diversity is not viewed as a problem to overcome, but as a rieh resource to 
support the learning of ail. 
• Inclusion is concerned with fostering mutually sustaining relationships 
between schools and communities. 
• Inclusion in éducation is one aspect of inclusion in society." (CSIE 2000, p. 12) 
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This définition begins to address some of the issues that I believe are central to inclusive 
éducation. It talks about community; improving schools for staff as well as pupils and it is 
firmly established within the school improvement processes. But, I believe that it could and 
should be further developed so that we have a more holistic view of inclusive éducation. We 
need to extend learning beyond the classroom walls and hours of schooling for it to be the 
beginning of lifelong learning habits. 
1 have found there to be a limited availability of literature on this broader définition of 
inclusive éducation, but there are sources of literature giving théories on which my 
understanding of inclusive practices have been based and developed. 
A review of the Literature on issues other than inclusive éducation that has guided the 
development of thc school 
In this section I will show how I considered authors who have influenced my tliiriking and 
practice and who therefore have had an impact on the pedagogy within West Grove. I will 
also explain how ï shared my learning with my staff in order that they too would have 
pedagogy on which to base their practice. 
AU of the teachers within our school, apart from myself, have been trained since the National 
Curriculum was introduced and have therefore been trained as technicians or deliverers of 
content, with very little understanding of how children learn. Some had had some specialism 
in early years' éducation but most were subject trained. 
From my trairiing and expérience I believed that it was vital for teachers to understand the 
process of learning before they could provide relevant learning expériences for the children in 
our school. It was important, therefore, that they were able to share some of my learning. I 
facilitated this through collective Inset sessions, attendance for individuate at courses, by 
providing a teachers' library of relevant literature and by providing oprx>rtunities for them to 
reflect (systematically) on their practice. 
As I explained in the introduction, I was trained as an early year's teacher, for the 3-8 year 
âge range. As such, a large proportion of my course was based on child development, 
psychology and the importance of relating practice to the relevant stages of development and 
levels of understanding. This was based mainly on the théories of Piaget and his idea that 
children pass through stages and cannot learn at a higher level. It was the teachers' rôle in 
this model to provide the learning expériences and almost sit back and wait for learning to 
take place. 
Thèse théories and beliefs were challenged for me during my time as an educational visitor. I 
was working with three-year old children on an individuai basis in their homes. I began to 
see that children could be extended through the use of language and particularly questioning. 
Wood has studied such teaching and learning interactions and suggests that there are 5 levels 
to classify teaching. 
Levels used to classifv teaching in the pyramid task 
Level 1 General verbal encouragement 
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Level 2 
Level 3 
Level 4 
Level 5 
Spécifie verbal instruction 
Assists in choice of material 
Prépares material for assembly 
Demonstrates an opération 
(Wood 1988, p. 79) 
Wood coiîcluded that: 
"The children who learned most about the task were exposed to a style of 
instruction that combined showing and telling in a spécifie pat te m." 
He called this 'contingent' teaching, with any help given being conditional upon the child's 
understanding of previous levels of instruction. ïf they did not understand an instruction 
given at one level, then more help would be fortheoming. When they did understand, the 
teacher would step back and give the child more room for initiative. 
This links with the work of Vygotsky who differentiated the two ways in which children 
acquire concepts at school âge. 
1. Everyday or spontaneous concepts are those which children learn for 
themselves out of their own day-to-day expériences. 
2. Scientific or taught concepts are those which are passed on to children 
through the speech of adults. 
He also described two levels of intellectual development in every developing child: 
1. The actual or présent level of development, manifest in what the child can do 
alone, without adult help. 
2. The potential level of development, démonstrated by what the child can do in 
co-operation with an adult, through the medium of good teaching (with 
maximal, optimal help, guidance, explanation, démonstration, etc.) 
Vygotsky termed the gap between thèse two levels the Zone of Next Development (1934). 
He saw teaching as more than the transmission of knowledge, he believed that the job of the 
teacher was to arm the children with the tools they needed for learning. He believed that 
language played a major rôle in cognitive development and formed the very core of the 
child's mental functkms. He argued that teaching should be always aimed at the child's 
emerging skills and not at the existing ones. 
Vygotsky describes this approach well; 
Education must be orient ed not towards the yesterday of child development, but 
towards its tomorrow. 
(Wood 1988, p.79) 
(Vygotsky, 1934) 
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This also links with the work of Jerome Bruner, who encouraged the view that children are 
ready for learning i f learning is adapted to the intellectual proclivities of children. He also 
argued that children need to be active, and not just physicalìy active, in order to maximise 
their learning. Being active is what causes children both physicalìy and cognitively to 
construct their own view of the world, to personalise the expérience and to apply it in ways 
which makes sensé to them as individuate. The théories of Bruner draw and build on the 
work of both Piaget and Vygotsky. 
A l i of thèse théories dépend on the understandìng that thought, action and language are 
inextricably bound together in children's development. The successful development of ali 
three is dépendent on expériences being embedded in what is meaningful for the child. 
It echoes the progressive tradition of curriculum planning (post Plowden) where knowledge 
of the child is paramount in curriculum design and the teacher is seen as an expert on child 
development, learning and classroom organisation. Planning is the provision of opportunities 
for the following of interests in a secure emotional framework of 'benign environment', 
(Fisher, 1972). 
This very much reflected my own training during the early 1970's. Through expérience, 
however, I began to see that providing an exciting environment and waiting for learning to 
happen was a little naïve. Children can be helped to learn by appropriate intervention. The 
teachers' task is to identify the level and types of interjection that will be appropriate to the 
individuala understanding and needs and thus facilitate learning. 
But for me, placing the child at the centre of the learning expérience is not enough on its own. 
W h ilst 1 firmi y believe that "at the heart of the educational process lies the child" 
(Plowden Report, 1967), children cannot be taken in isolation from the environment and pre-
school learning expériences. Young children start school with a wealth of expérience and 
teachers must be aware of the significance of thèse early expériences in order to develop an 
appropriate curriculum. 
This belief in putting the child at the centre of the process of éducation is also inextricably 
bound with taking the child in the context of their family. As children spend such a small 
amount of their time at school, it is vital that we encourage the family to continue their expert 
rôle in the éducation of their child/ren. As Tina Bruce says: 
"It would not make sensé to try to educate a child without taking account of the 
niost signifîcant people in his/her environment, and trying to work with them. It 
is through the home context that school becomes meaningful, or not, to a family." 
(Bruce 1991, p.15) 
Bruce's work built on the work of Chris Athey from the Froebel Institute. She provided a 
new framework for studying the pattern of children's behaviour as they learn. Thèse patterns 
of behaviour (or schema) can be seen in babies and become more complex and more 
numerous as the child develops. By studying a child at work or play, an observer can begin 
to see that learning behaviours do not happen in isolation but usually form an observable 
pattern. Thèse patterns give the adult a valuable framework for observing children's 
learning. It then becomes the rôle of the adult to facilitate this learning through schema by 
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the provision of appropriate expériences and resources and through timely intervention and 
participation and appropriate use of language. As Bruce herseif succinctly put it: 
"The key to the early childhood curriculum is to observe, support and extend." 
(Bruce 1987, p.65) 
To enable the teaching staff to understand the théories that underpin Chris Athey and Tina 
Bruce's work, I arranged for them to attend early years' courses led by Professor Bruce. As 
part of an accréditation scheme vWthin our L E A , the course incorporated a small action based 
research study on an aspect of learning that interested the teacher. This began to establish a 
leaming culture within the school. 
For me, this encompassed the work of Donald Schon in 'The Reflective Practitioner'. He feit 
that practitioners should be encouraged to reflect on their practice in order to make 
adjustments to their actions in light of their expérience. 
"When someone reflects-in-action, he becomes a researcher in the practice 
context. He is not dépendent on the catégories of established theory and 
technique, but constructs a new theory of the unique case. His enquiry is not 
limited to a délibération about means which dépends on a prior agreement about 
ends. He does not keep means and ends separate, but defines them interactively 
as he frames a problematic situation. He does not separate thinking from 
action...His experimenting is a kind of action, Implementation is built info bis 
enquiry." 
(Schon 1983, p.68) 
In order to maximise this learning following reflection, a mechanism needed to be put into 
place for staff to learn from each other's learning. I established a pattern of team meetings as 
well as full staff meetings to enable everyone to participate and share their expériences. For 
as Schon says: 
"The tcacher's isolation in her classroom works against reflection-in-action. She 
needs to communicate her private puzzles and insights, to test them against the 
views of her peers." 
(Schon 1983, p.336) 
This openness and honesty needs to be modelled within the school so that ail staff feel 
confident to share their less than successful expériences and learn from them as well as 
sharing things that have gone really well. I see this as an important part of my rôle as lead 
learner. 
The centrality of the individuai to most of thèse théories has been one of the most important 
factors and has certainly helped to shape my understanding of what inclusive éducation 
should be. Another important élément in the définition of our school and its inclusive ways, 
is that ail members of staff consider themselves to be learners and are actively seeking to 
improve their practice for the benefit of the children. We all embrace new ideas and are 
Willing to take risks, to 'have a go* and reflect on our successes and failures and learn from 
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them. Failure is seen as an opportunity to do better next time. This commitment to continuai 
improvement is apparent in ali of the work of the school. As someone once framed it: 
"You don't bave to be ili to get better." 
Since our involvement with the Campaign for Learning we have also extended our own 
leaming to encompass theories of accelerated leaming and the teaching of thinking skills. 
These are considered fully as part of the section on Learning to Learn. We have been sharing 
our learning about learning with parents who then feel better able to support their child's 
learning at home. This then extends learning beyond school. 
These theories have played an important part in my own beliefs about early childhood 
education and have therefore framed the kind of school that I have visioned and begun to 
build. Through the rest of this report, it should be possible to see how these theories have 
shaped my development as a professional and have formed the basis for the inclusive 
practices developing within our school. 
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CHAPTER 3 
M ETHODOLOGY 
Research approach used 
I chose to use an action research approach for the purposes of this project. I arrived at this 
décision having considered the positive and negative éléments of methods available to me, 
given the needs of my project and my operational context. 
Rat io naie for approaches and methods used 
My research project took place in a working educational setting and was therefore subject to 
practical and politicai constraints and in my case was being conducted by a non-specialist 
researcher who would be bringing her subjective viewpoint into play at ail rimes. I could be 
making value judgements based on debatable pictures of the 'rea! world' as I saw it from my 
perspective. 
I do not believe that there is such a thing as total objectivity for by engaging in any activity, 
one brings one's subjective influences to bear. There can only be degrees of subjectivity so I 
needed to look for some way of giving further évidence to substantiate my viewpoint 
throughout the study. I needed to keep thèse points in mind when deciding on my 
methodology. 
When first deciding which research methodology was to be used, it was important to base the 
décision on what I, as researcher, was trying to show or prove. In my case, I wanted to show 
how a school could be developed that would meet its community's needs by meeting the 
individuai needs of pupils and by doing so, define its inclusive practices. It was necessary, 
therefore, to choose a methodology that would enable me to tell the full story of the 
development of the school from my own perspective as founding headteacher but that would 
al so allow me to corroborate my story with 'évidence 1 from extemal sources, e.g. parents, 
L E A , Ofsted. I needed also to be able to show that the direction of the development of the 
school had been shaped throughout the project as staff and I reflected on our policy into 
action. 
It became obvious to me as ï considered the pros and cons for the various méthodologies that 
a 'scientific' quantitative approach would not be suitable - as a new school we had very little 
data available for analysis and most of the évidence that I would be gathering would be 
subjective reflection from myself, staff and parents or secondary évidence from external 
sources such as reports from L E A , Ofsted, etc. 
I needed a methodology that would be flexible, enabling me to use the variety of évidence 
available to me and that would allow for shifts in the framework within which I was working. 
I also needed to be able to 'tell the story' of the development of the school in an holistic way 
to enable the readers of my research to have a full picture of how the school had been 
developed and the reality of what it looked like now. Only by providing a full picture could 
other schools consider its appropriateness for themselves. 
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My choice of methodology was also going to be influenced by my own limited skills as an 
evaluator and my immersion in the material, which was the school I was developing. I 
needed a methodology that could therefore be reliant on more qualitative data and allow me 
to be reflective, allowing for criticai reflection at all stages in the emerging process. 
I considered several methods of research such as scientific, macro-sociological and 
interpreti ve but feit that none of them met the needs of my project. Some of them were too 
reliant on data that would not be easily available; some were reliant on comparisons with 
control groups that would be difficult for me to establish and some were not sufficiently well 
focused for my purposes. I needed to choose a methodology that would be 'simple' for me to 
operate, that would be flexible to the changing needs as the project developed and could be 
'open' enough to allow me to use a variety of techniques for gathering évidence. 
Given the need to cover ali of thèse éléments, I chose action research as my preferred 
methodology because it seemed appropriate given the innovative ideas around the 
development of my concept of an inclusive school; my context, and my rôle both as 
headteacher and that of internai evaluator. Part of the study will be reflection on action 
already taken, because the school was set up before the project began, so it wil l be evaluative 
by nature. The remainder of the study will be reporting action research undertaken by the 
staff and its outcomes as they developed the practice for themselves in their classrooms. 
Research Approaches 
When considering the research approach that I should take, I looked at four main types of 
research as identified by Pollard and Tan (1987). They are: 
1. Classica! scientific 
2. Macro-sociological 
3. Interpretive 
4. Action research 
Bach approach has a slightly différent emphasis. 
The classical scientific approach has an emphasis on quantitative data, based on a pure 
research style. It is a systematic and objective system of research based on generating 
hypothèses, running controlied experiments to test the hypothèses enabling généralisation. 
The macro-sociological approach is wide ranging and assumes that specific situations, 
practices and perspectives can only be understood in relation to their context, (historical, 
economie and cultural). It uses a variety of forms of theorising to try to make sense of social 
structures, processes and developments. 
The interpretive approach was developed from the macro-sociological approach to address 
the issue of lack of subjective perceptions of the people being studied. It emphasises 
qualitative aspects of whatever is being studied, analysing people's perceptions. This 
approach developed methods of participant observation and interviewing and is based on 
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mainly qualitative data concerned with opinion and perception rather than observable facts or 
behaviours. 
Glaser and Strauss (1967) argued that interpretive sociologists should start from people's 
perceptions and through collection, classification and analysis of data, develop systematic 
and theoretically refined perspectives of social institutions and relationships that they study. 
Action research was originated by Lewin (1946). ït was developed by curriculum specialists 
working alongside teachers. It is a model for change reliant on self-evaluation and direct 
improvement of classroom practice. It is based on a cyclical process of planning, action, 
observation and reflection leading back into planning. This approach was further developed 
by Stenhouse (1975). In this approach, teachers can become researchers in their own 
classroom as part of their professional reflections on their practice. Stenhouse (1983) sees it 
as 'emancipatory' in that it releases practitioners from unseen constraints, e.g. habits of 
practice, précédents ("we always do it like that hère") and coercion and leads them into doing 
what works best within their given situation. 
There are, however, drawbacks to ail of thèse approaches. 
The classical scientific approach is not relevant in situations that are dealing with people, as 
they are too unpredictable. It relies on exact replicability of experiments and this does not 
translate easily in human terms. 
The macro-sociological approach, whilst studying people in relation to their context, fails to 
address the subjective perceptions of people who are the subject of the study, making it rather 
limited in its scope. 
The interpretive approach can be seen as a little too flexible in that it can be taken wherever 
the subjective influences of the participants of the study take it. But it can be used as a 
complimentary approach to the classical scientific approach. One approach générâtes the 
data and the other provides the subjective reactions to the situation, thereby creating a more 
holistic view. 
These first three approaches ali share the same drawback in that they naturally distance 
themselves from actual practice. It is only action research that is grounded in improving and 
seeking to understand practice, by the direct action and involvement of practitioners. 
Action research has been criticised for being too focused on practice without considering the 
wider contextual issues relating to the institutions under study. But Carr and Kemmis (1986) 
argue that such work provides a means of becoming 'criticai'. They suggest that action 
research involves: 
• "The improvement of practice 
• The improvement of the understanding of the practice by the practitioners 
• The improvement of the situation in which practice takes place." 
(Carr and Kremmis 1986, p. 165) 
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On the next page I have constructed a chart that shows the advantages and disadvantages of 
each method, the type of information available from each approach and how this information 
might be interpreted. In this way I considered the most appropriate research strategy for my 
study based on the types of evidence that was available to me. From these considerations it 
became obvious that I could use aspects of all the approaches in my study. 
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Method Advantages Disadvantages Information Available Possible Interprétations 
Classical Scientific • systematic and objective 
• emphasis on quantitative 
data 
• difficult to apply a 
controlled experiment 
strategy in a school 
• takes no account of 
subjective evidence 
• SATs data 
• Ofsted report 
• Attendance data 
• Comparison of our 
data to national 
averages and 
benchmark group 
Macro-sociological • wide ranging 
• contextually rooted 
• variety of forais of 
theorising 
• fails to address 
subjective perceptions 
of people involved 
• limited in scope 
• historical context of 
school (LEA reports) 
• ascertain any L E A 
strategy for the new 
school 
Interpretive • emphasises qualitative 
aspects 
• analyses people's 
perceptions 
• based on qualitative data 
• concerned with opinion 
and perception rather than 
observable facts or 
behaviours 
• too flexible - can be 
taken wherever the 
participants want it to 
go 
• questionnaires from 
staff, parents and 
pupils 
• interview outcomes 
• statistical data 
analysis and 
comparison 
• subjective évidence to 
be used for 
triangulation of other 
data 
Action Research • model for change 
• reliant on self-evaluation 
• cyclical approach -
planning, action, 
observation and reflection 
• grounded in improving as 
well as understanding 
practice 
• too focused on 
practice 
• can avoid wider 
contextual issues 
• outcomes of action 
research projects in 
classrooms 
• minutes / notes from 
staff meetings, 
training and Inset 
days 
• sharing and 
documentation of 
effective practice 
leading to future 
school developments 
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Research Techniques or Methods 
I also considered several techniques for the collection of data and evidence. Some were 
going to be more relevant to my study than others. Those I considered were: 
Document analysis - the examination of official documents can be used to elicit background 
information for the study. It could be policy documents, brochures for 
parents, minutes of meetings, etc. Some will provide primary source 
material and others will need to be interpreted to provide secondary 
source information. 
Curriculum matrices - checklists can be devised to support the collection of information, 
particularly for the recording of observable behaviours. 
Personal construct - asking people for 'off the top of their head' judgements can often 
ascertain the underlying thoughts and assumptions about issues. This 
method can only provide the information that respondents are willing 
to give, so may only tell part of the story. 
Observation - this is best done using a schedule, but this means that the observation 
may be selective. Schedules can be devised as a 'sign' system e.g. 
behaviour is recorded when it is shown or it can be a 'timed' system, in 
that behaviour is recorded as specific times only. This method can be 
used to record what is happening but it does not allow for the answer to 
why it is happening. 
Questionnaires - these are designed to elicit responses to set items. They can be used to 
collect factual data as well as opinion. They can be designed to be 
closed, eliciting yes/no answers or they can be designed to be open, 
allowing for a fuller answer to be given. 
Interviews - an interactive device that can be used to find out what participants 
think or do and perhaps more importantly, why. There are 
disadvantages though, in that because it is a face-to-face discussion, it 
may intimidate the respondents. This technique, therefore, relies 
heavily on the relationship between the interviewer and other 
participants. The interview can be formal, with set questions or semi-
structured in that some broad areas for discussion can be set allowing 
for further questioning in response to the initial answers given. 
It can be extremely difficult to write responses to interview questions 
unless one is trained in shorthand or speed writing, and it may be 
advisable to tape record the responses so that they can be re-listened to 
or transposed for analysis. 
Participant observation - this is a more exploratory technique than the observation method 
discussed earlier. There is usually an open-ended method of recording, 
which is responsive to the context. The observer would normally 
record all that happens but check it out with the adults, and perhaps 
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even pupils. This method should provide a greater understanding of 
the complexities of the classroom environment. 
Research Design 
Having considered the above stratégies for collecting data and évidence, 1 was then in a 
position to design my research and make a plan that incorporated the collection and 
interrogation of the necessary évidence and consider how best to report the study. 
I chose to report the project as a case study detailing my influence on the vision for the 
development of an inclusive school and telling the story of its development. The case study 
would outline how the vision for the school was constructed, firstly from my own expérience 
and professional development, leadtng into how I shared this vision with governors and staff 
and how we further developed it together. I developed this shared vision by leading activities 
as part of an Inset day before the school opened - thèse activities will be fully detailed in the 
Curriculum section of Chapter 4. 
To substantiate the case study, and therefore triangulate the évidence, I chose to use 
questionnaires (see Appendix 5) and informai interview techniques. I have chosen thèse 
techniques, as I believe that I would get a fuller picture overall by involving as many groups 
of people as I possibly can in the data collection. If I were to restrict myself to just reporting 
what staff feel and think, I may get a very différent picture. The questionnaires would allow 
me to get a general overview and i f there are any interesting outcomes from the 
questionnaires they could be followed up through interview, either with individuate or 
groups. 
I would also be using documentary évidence that was produced by the school and produced 
by others, e.g. the L E A , Ofsted, parents, etc. This would provide me with some background 
information and confirmation or otherwise of my findings from an external perspective. 
I would ateo be considering quantitative data that is available to the school, although this is 
limited due to the short lime that the school has been opened, e.g. SATs results, as a way of 
reffecting on the success of the methods utilised in the school. 
Three questionnaires were developed for differing participant groups, i.e. one for parents, one 
for pupils and a third for staff. 1 wanted to produce three questionnaires so that I could try to 
understand the varying perspectives of the three groups. I felt that it would not be possible to 
design one questionnaire that would be applicable to ail three groups. Nor did I feel 
confident to be able to construct a questionnaire from 'scratch' so I intended to use ones 
designed by the Centre for Studies on Inclusive Education (CSIE). The questionnaires were 
based on one devised by Booth et al (2000) in their Index for Inclusion published by CSIE. 
This eliminated the need to pilot the questionnaires as they had already been piloted by CSIE. 
I needed to change the wording slightly on the children's questionnaire to reflect the âge and 
maturity levels of the children. I felt that our children would be tempted to answer ali of the 
questions in a positive way, to please me; so I included some negative statements in order to 
try to ascertain their true feelings about the issues involved. I did not include any negative 
statements in the adult questionnaires because I expect the adults to be more 'honest' in their 
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responses and I included a blank box for comments for the adults to add their own thoughts 
about the inclusive nature of our school. 
1 planned to use semi-structured interviews with staff and parents who volunteered to be 
interviewed. This should have provided me with better qualitative data as it will allow the 
individuai respondents to express their feelings and understandings about the school more 
freely than i f constrained by a more formai structured interview with rigid questions. This 
less formai instrument would also appear to be appropriate because of my close relationship 
with the people involved. 
The areas I want the interviews to cover are as follows: 
• their understandings about the inclusive nature of our school 
• what specifically contributes to the inclusive nature of the school 
• whether they have knowledge of other schools and how we compare in our inclusive 
practices 
• is there anything they think we should be doing in order to be more inclusive 
Interviews would be taped, (interviewées would need to agrée to this), so that it would 
enable me to re-listen to them as part of my data analysis. I decided against making notes 
during interviews as I find it difficult to concentrate on what people are saying and respond 
accordingly. I need to direct ali my focus to active listening so that I can be responsive to 
what people say, drawing out issues as they arise. 
I chose not to interview ali of the pupils for the purposes of this case study as I felt that they 
were too young and most of them have no knowledge of schooling other than their 
expériences within our school. I did intend to interview some of the older pupils who entered 
our school from other schools, as I believed that they would bring an interesting perspective 
on their understanding of the différences between institutions. 
Once the évidence was collected from the questionnaires, I intended to look at the overall 
percentages in each category to ascertain i f there were any broad levels of agreement from 
the respondents. If there were any areas that showed a variance in opinion thèse areas would 
be further investigated during the interviews. 
ï intended to use other sources of évidence to corroborate my fîndings, e.g. Ofsted report, 
Investors in People report, letters, etc. from parents and visitors to the school. 
See Page 32 for a table giving détails of research techniques and data collection methods. 
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Research Question Approach and Data Collection Analysis 
How has inclusive education developed over 
time? Is it possible to track the drive for 
inclusive education in the national context? 
Documentary analysis of government papers 
and relevant literature. 
Analysis of documents to ascertain 
developments over time. 
Literature searches on inclusive education. 
Was there a drive for inclusive education in 
the locai context? 
A documentary analysis of Council Papers 
and Education Sub-Committee Papers 
relating to the development of the school 
and background to décision made. 
Documents analysed and outcomes 
identified to identify key incidents. 
How has the school developed its inclusive 
practices since its opening? 
Documentary analysis of policies, staff 
meeting minutes, Inset notes, Governing 
Body minutes, Ofsted report etc. 
Key incidents in development of school 
identified and reported as part of case study. 
Which aspects of the school contribute to its 
inclusive nature? 
Considered school development, key 
incidents, using documentary évidence and 
discussions with staff. 
Each aspect of the school is considered in 
detail with comments from key stakeholders 
to confimi reliability of the case study. 
What is the viewpoint of key stakeholders as 
regards the inclusive nature of the school? 
Questionnaires for staff, parents and pupils. 
Letters from parents. 
Outcomes from exercises on Inset days from 
staff and governors. 
Data collated and mathematically analysed. 
Data triangulated to add reliability to results. 
Are pupil attainment outcomes enhanced in 
an inclusive environment? 
Analysis of SATs results in relation to 
Baseline Assessment data to look at the 
value added by the school. 
Benchmark data from PANDA reports. 
Data analysed for cohorts and individuai 
pupils and comparison with prior 
attainment. 
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Case Study Approach 
I will be reportìng the project as a case study because it offers a qualitative dimension 
providing a wealth of information and ideas about context and process. 
Case study is a: 
" Way of sy stema ticalty ex pio ring in depth a unit of analysis which can be a 
group, a programme, an organisation, an innovation, an event, an activity or an 
individuai. It can be used for severa! purposes: to explore, to portray in depth, 
to describe and document, to explain and analyse, to complément fïndings from 
other research stratégies." 
(Robinson, 1991 p. 12) 
Another définition of case study is provided by Yin, (1989): 
A case study is an empirical enquiry that 
• investigates a contemporary phenomenon within its real life context; when 
• the boundaries between thc phenomenon and its context are not clearly 
évident; and in which 
• multiple sources of évidence are used. 
This définition fits my study perfectly. I am studying the development of an innovative 
inclusive school (a contemporary phenomenon within its real life context); I will be 
considering the boundaries between the school and its context; and, ï will be using multiple 
sources of évidence to enable me to try to ascertain the éléments that contribute to the 
inclusivity of the school. 
I lïke thèse définitions because of their simplicity, but for me, I would like to extend the 
définition to include a purpose beyond description. For unless the fïndings of the study are to 
be used in a way to move thînking forward or challenge current practice, then it is merely an 
académie exercise. 
1 will therefore, be including as part of the case study, références to the research of others and 
comments made about our practice from other sources, e.g. staff, parents, pupils and extemal 
bodies such as Ofsted. I will be drawing conclusions about the effectiveness of our practice 
and trying to isolate the aspects of our practice that make us a truly inclusive school. From 
thèse conclusions I will be producing a tempiale for inclusivity, to provide a framework for 
other schools to consider their own practice. 
I also needed the methodology to encompass the participation of others, as I am reliant on the 
work of the governors and staff to implement policy and develop practice. It would also have 
to be responsive to fïndings from our reflections on practice and the emerging needs of the 
situation. Case study can be flexible in accommodating changes of direction as évidence is 
gathered and initial fïndings emerge. 
Case study on its own, though, did not seem to me to totally fit my needs. It, therefore, 
became apparent to me that I needed to use more than one methodology. 
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Combining Case Study and Action Research 
Whilst I chose to use case study as the main agent for telling the story of the school, it would 
have to encompass many aspects of action research for it to be truly reflective of the 
processes involved. Action research is a methodology that is intended to have both action 
outcomes and research outcomes. For my purposes, the action research cycle could be used 
for both thèse purposes - it would highlight aspects of our practice that needed to be changed 
whilst providing instances of thèse processes for the report. 
Cohen and Manion (1994) describe action research as: 
"essentially an on-the-spot procedure designed to deal with a concrete problem 
located in an immediate situation. This means that ideally, the step-by-step 
process is constantly monitored over varying periods of time and by a variety of 
mechanisms (questionnaires, diaries, interviews and case studios, for example) so 
that the ensuing feedback may be translated into modifications, adjustments, 
directional changes, redéfinitions, as necessary, so as to bring about lasting 
benefit to the ongoing process itself rather than to some future occasion..." 
(Cohen and Manion, 1994, p. 192) 
Whilst some aspects of action research would seem to be appropriate to my current work for 
this project, I feel that I need to combine it with the case study approach to document the 
processes fully. This is because I feel that I already have a well-defined understanding of 
inclusivity from my previous expérience and do, therefore, not have to develop an 
understanding through problem-solving action research, although the staff and I have used 
action research as a means of ascertaining and sharing effective practice. I will, however, be 
usïng questionnaires and interviews as part of the case study in order to provide évidence to 
substantiate the story that I am telling. 
Case study will give me the opportunity to give my own perspective as 'insider researcher' as 
well as the perspective of others involved in the school's development, through questionnaire 
and interview. 
As Headteacher, I believe that my perspective is vitally important as the school has been 
developed around my vision of what an inclusive school should be. As part of the study, 
therefore, I will consider my own background and how my expérience has contributed to the 
professional that I am today, as a way of examining my developing understanding of what 
makes a school inclusive. I will be considering ail aspects of the school, încluding 
curriculum design and delivery and showing how we have brought innovation to our practice 
in an holistic way. 
Using a case study approach 1 will be able to follow the development of the school, tell its 
story, and systematically collect évidence to illustrate or substantiate points. This process 
should enable me to identify the various interactive processes at work within the school and 
evaluate the success of thèse processes. As an outcome of this study I would hope to identify 
the unique features of the school and show how they affect the implementation of Systems 
and influence the way in which the school functions. By producing a case study, it will 
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enable other schools to have some kind of understanding of the processes involved in its 
formation and implementation. 
The strengths of the case study approach are that it can give an holistic picture, which is real 
to read, describing real-life situations. It can accommodate multiple sources of évidence and 
can be flexible in accommodating changes of direction. Complex social situations and 
processes can be explored, enabling participants to reflect on their understanding of the 
processes involved and it can support reflection-in-action leading to continuing improvement. 
Drawbacks to my chosen approach 
I am also aware that case study has some drawbacks, particularly for the internal reviewer. 
Case study has been criticised in the past because it can lack rigour in that it is too subjective, 
with too much description and not enough analysis and because of this it can lack 
replicability. I did have some concerns at the beginning of my study that my work would be 
too descriptive. Having considered this at length, I have decided that by nature of the 
uniqueness of what I am describing, I must provide as much detail to the reader as possible in 
order to give them a full understanding of our practice. I would not be able to make claims 
about the success (or otherwise) of our practice, for others to relate to their schools, i f I did 
not describe it in such detail. 
Another drawback of case study is that I may find myself too close to the information to draw 
conclusions which can be generalised, so I will need to be aware of bias which may lead to 
distortion of outcomes. This can be overeóme, in part, through triangulation of the évidence; 
i.e. supporting my arguments with the comments of others associated with the school or 
outside agencies who have commented on our practice. 
I will also need to ensure that there is sufficient évidence in order to be able to make some 
généralisations whilst ensuring that the évidence is not manipulated in order to prove more 
than ï can reasonably claim. The amount of évidence available to me may provide me with 
some difficulty, due to the age of our school (we opened in 1998). I hope though by using 
more than one source of évidence the reliability of my claims will be proven. 
I need to make the study detaîled, without making it long-winded and boring, to provide my 
audience with enough information to support their own decision-making, thereby making it 
relatable rather than generalisable. As I bave said earlier, I do not believe that this study will 
be generalisable, in that schools will not be able to become a carbón copy of us. But, they 
should be able to relate my findings to their own practice with a view to improving their own 
practice. As Bassey puts it, 
"The relatability of a case study is more important than its generalisability." 
(Bassey 1981, p.85) 
Other schools need to be able to take this case study and 'relate' it to themselves rather than 
try to replicate it within their own institution. For we all know that every school is différent 
and has its own particular ethos and values and will, therefore, by nature, be unique. I am not 
suggesting that all schools should try to be the same as West Grove, but that if they wish to 
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be considered as truiy inclusive schools there are some aspects of their practice that they will 
need to consider and perhaps modify. 
Ethical Considérations 
I have checked with governors that they are happy for our school to be named in the study 
and they have responded positively, stating that they welcome the kudos that the practice 
within our school is gathering. I did not check with parents individually whether they would 
be happy to have the school studied and named in the report, having had positive responses 
from parent governors. I had also informed parents via the school newsletter that I would be 
studying the development of the school and had received no négative comments from parents 
about the project. 
In determining to use questionnaires and interviews the ethics that would frame my study had 
to be considered. I spoke to staff and wrote to parents stating that I was embarking on a 
Doctorate of Professional Studies and that I would be offering them opportunities to 
particîpate by providing feedback on their thoughts of the school. It was important to me that 
no-one felt that they had to respond and contribute to the study i f they did not wish to do so, 
particularly as they were being asked by the headteacher. I needed to be careful during the 
collection of évidence that people would not just be saying what I wanted to hear because of 
the 'power* that my rôle holds. I tried to overcome this by offering opportunities to 
everyone, so it became their décision whether they would participate or not. 
Parents are used to being consulted on their feelings about the work of the school as I have 
established regular feedback questionnaire Systems. Staff have been part of the process of 
building the school, for although it is founded on my vision, it is the staff who are left to 
implement the policies and develop the practice - this has been a collaborative exercise. 
(Throughout the project activity report I hope to make clear the level of staff input to the 
process.) 
It was decided early in the process of the questionnaire design that I did not want respondents 
to be identified. Questionnaires would be given out to everyone and respondents would be 
asked to fill them in anonymously, in this way any comments used from the questionnaires 
would not be attributable. I did this in the belief that people would say what they realîy 
thought i f they could not be identified. 
I did not want a straightforward questionnaire that would be used as a mere number 
crunching tool, providing statistical data only. I wanted to use it as a means of ascertaining 
individual responses too so I created a box at the bottom of the parent and staff questionnaires 
to enable the respondents to highlight aspects of the school that they believed to be important 
in defining its inclusive nature. Because of the nature of this study, I believed it to be 
important to move beyond interrogating only statistical data as I did not believe that it would 
give the whole picture. 1 wanted to put as much, i f not more, emphasis on the subjective 
comments rather than the percentage of positive or négative responses, which is a crude 
measure of parental satisfaction. 
36 
I struggled with the ethical considérations of asking pupìls to participate in the study because 
they are a captive audience and might feel that they have to take part. I planned to dìscuss the 
questionnaires before embarking on the completion of them, explaining the purpose of the 
exercise and asking the children to participate. It was explained that it would be understood 
if any of them chose not to participate. The children would then be asked to volunteer to 
complete the task. 
I chose not to include a box for comments on the children's questionnaire due to the age of 
the children involved. I also planned to apply the children's questionnaire in groups to talk 
the children through the questions as the reading age of some of them would have excluded 
them from the activity but I planned to confimi to the children before we begin that I want 
them to record what they truly feel about the issues covered. 
The children's questionnaire was also to be filled in anonymously but I chose to mark the 
children's questionnaires with the year group and gender of each respondent. I wanted to see 
if the age or sex of the child made a différence to their perception of the school. 
Interviews would be taped, (interviewées would need to agree to this), in order to enable me 
to re-listen to them as part of my data analysis. 
I will do all that I can during the progress of the study to protect the identity of individuals 
unless they have given specific permission for the comments, etc. to be attributed to them 
personally. Questionnaires would be returned anonymously unless the respondent wishes to 
put their name on their return. Answers given during interviews wil l be treated 
confìdentially. In the report itself some individuals will be identifiable by their role. In these 
cases I have checked with the persons concemed that they are happy for this to be the case. 
Insider as Researcher 
There are many advantages to being an insider researcher. Research and/or évaluation 
undertaken by insiders' is usually action-orientated because it is designed specifìcally for the 
institution whereas that undertaken by 'outsiders' can be seen as cœrcive and may generate a 
defensive response from the institution. Therefore, I, as internal researcher / evaluator am in 
a good position to teli the story of the school. I can use myself as a reliable informant as I 
have been a part of the whole process of the setting up of the school, other than the sélection 
of the headteacher. 
As a contributor of information in the form of personal perceptions and judgements, I bring a 
valid viewpoint to the study. I will , however, have to be aware of bias that I may bring to the 
process, for, of course, I believe that inclusive éducation is a very positive thing that should 
be encouraged in ali of our schools (and society generally). As long as 1 am open about any 
viewpoints or stands on issues that I will be taking, I believe that my opinion is just as valid 
as other contributors to the process. I will also be using other people's perceptions and 
understanding to qualify or modify my own understandings (and beliefs), as one of the 
purposes of this study is to further defìne my understanding of inclusivity. In this way 
évidence can be 'triangulated' in order to support its reliability. 
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I have always been a self-reflective practitioner and therefore I believe that the strengths I 
bring from having developed that approach will be useful during the research / study project. 
I will be able to reflect on the outcomes from the project but also assist staff and other 
participants in their reflections by providing opportunities and frameworks for this to be 
pursued. 
Another advantage of being an insider researcher is that the researched and the audience are 
the same. A joint understanding will be developed, thereby enhancing the relationships in the 
school and one of the outcomes is sure to be about further developments. In this way the 
study will lead to further action and change. 
The staff, parents and governors know that I am totally committed to the continuing 
development of our school as an inclusive school and are therefore more likely to be willing 
to take a part in the study as they will be the beneficiaries of it. 
There are obviously some disadvantages to being an insider researcher. As an insider 
researcher one has a familiarity with the context because of one's immersion in it, but this 
can be a disadvantage in that it may lead to the ignoring of some problems that an 'outsider' 
might wish to highlight. It could lead to a distorted picture, which is based on subjective 
judgements rather than a more objective viewpoint that an outsider may bring. 
As an inexperienced researcher, though I am an experienced evaluator, I will also need to be 
aware that I may not have the mastery of research techniques needed for the project. I need 
to be aware that I may have to reflect throughout the study on the techniques used and the 
outcomes from them and be ready to be flexible and modify my plans to meet the changing 
needs of the project. 
Conclusion 
In conclusion, I believe that using case study is the correct choice of methodology for my 
project. It will allow me to reflect on the action research and evaluation techniques already in 
place in the school and that have been developed as part of the study. It will enable me to use 
several sources of evidence to construct a holistic picture of our inclusive school and begin to 
understand the various interactive processes at work. It should provide me with the 
flexibility I need to adapt my methods and timetable through the project as appropriate, 
whilst still maintaining some rigour to the process, by using more than one source of 
evidence. 
For, as Bassey (1981) states, if case studies 
"are carried out systematically and critically, if they are aimed at the 
improvement of education, if they are relatable, and if by publication of 
the findings they extend the boundaries of existing knowledge, then they 
are valid forms of educational research." 
(Bassey 1981 p.86) 
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Reporting the outcomes of the project 
I expect the outcomes of the case study to support future planning and decision-making both 
within the schoot and the L E A (and hopefutly beyond). However, I am aware that the 
reporting of a case study alone will not change the practice in other schools. For as Wilson 
(1979) says, such studìes never demonstrate the effectiveness of éducation programmes so 
unequivocally as to convince those who doubt. I will need to have other stratégies in place 
for the dissémination of my work if it is to be used to its best advantage. 
One of the main purposes of the study is to share, with a variety of audiences, the effective 
practices that have been designed and implemented within our school; to other schools 
locally and nationally, to prospective parents, new staff to the school and to the wider 
educational community. The reporting of the study will take many forms in order to try to 
meet the needs of the différent audiences. 
I will produce: 
• A curriculum planning support document for staff, for Nursery to Year 6, which 
incorporate stratégies that promote lifelong learning. 
• A guidance leaflet for distribution to local schools by the L E A that will outline certain 
pre-requisites or conditions that contribute to a successali inclusive school and provide a 
tempiale for other schools to consider their own practice. 
• A video for parents and prospective parents about our inclusive practices showing that 
learning to learn stratégies and techniques impact positively on pupil achievement and 
attainment. 
• A website for access by parents and other educational establishment which provides 
information about the school and our inclusive practices. 
• A project documenting the process in full. 
As part of this project I have included a chapter at the end of the study about the 
dissémination of my work. 
39 
CHAPTER4 
P R O J E C T A C T I V I T V 
In this chapter, I will be describing in some detail the practices within the school, explaining 
how (and why) they have been developed, siting comments from 'external' parties and key 
stakeholders as supporting évidence. 
I will consider aspects of school practice that I have chosen to develop with staff and 
govemors, which I believe, contribute to its inclusive nature. These aspects are: 
• Curriculum 
• Learning to Learn project 
• Learning Facilitators 
• Environment 
• Assessment 
• Standards 
• Other significant factors 
CURRICULUM 
I held the belief that for a curriculum to be truly inclusive it needed to be responsive to the 
learning needs of the individuai. The learning needs of the individuai in school are also 
needs for a changing future as 1 explain below. 
Our curriculum has been developed (and is continuing to develop) on the basis of continuous 
reflection on action by the staff. They have been encouraged, through formai and informai 
procédures that I have set up in the school, to consider the needs of the individuai learner, 
how those needs can best be met and an évaluation of their practice and the outcomes of pupil 
learning. Their developing understanding about individuai learners is then used to assist 
them in future planning. A lot of the curriculum developments have come about following 
either mini action research projects that staff have set up for themselves in their classroom as 
a way of ascertaining effective practice or following discussion and reflection-on-action as a 
whole staff in staff meetings, etc. 
To me this is a more systematic approach to curriculum development than has been modelled 
for the teaching profession by centrai government, who have been taking more and more 
control over what should be taught in schools. 
It was James Callaghan, the Labour Prime Minister who was the first national leader to make 
the link berween England's economie problems and the chaotic state of the éducation system 
leading to a marked loss in a sensé of national direction and purpose. In his speech at Ruskin 
College Oxford in October 1976 he suggested that the public should investigate "the secret 
garden of the curriculum". This would involve "the construction of a new educational 
consensus built around the more centrai control of the school curriculum, create teacher 
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accountability, and the direct subordination of the secondary curriculum to the 'needs' of the 
economy". 
This was against a background of primary education where there was a reasonably well-
thought through philosophy, and sufficient good working practice of experiential learning 
methods as described in the Plowden Report (1967). These practices were developed by 
teachers looking for what actually worked with their children in the classroom. 
The 1977 Green Paper "Education in Schools: a consultative document" called for an agreed 
'framework for the curriculum' and for a 'core or protected part'. This was followed by an 
HMI survey in 1978 "Primary Education in England" that called for a better planned 
curriculum. This eventually led to the development of the National Curriculum (1988 
Education Act). 
The introduction of the National Curriculum in 1989 created a subject framework built 
around knowledge and subject-related skills to the detriment, I believe, of the development of 
the pupil as an effective learner equipped with the skills needed for adult working life and life 
long learning. The dominance of subject content also forced out the opportunities for self-
development. I believe that this disadvantaged certain sections of pupils and has led to 
stunted educational attainment and achievement. We were being driven down the road of 
'exclusive* curriculum rather than 'inclusive' curriculum. 
There has been little or no recent debate, within the educational world, about the components 
of the curriculum, its purpose and its relevance to the 21 s t century and more crucially how the 
various components fit together. Schools have been too pre-occupied with implementing one 
imposed curriculum change after another with the re-modelled National Curriculum, 
(Curriculum 2000), the introduction of the Literacy and Numeracy Strategies, Early Learning 
Goals, etc. to be engaged in thought about curriculum models. 
Our schools are a legacy of the factory model of education. Schools were designed to keep 
children out of the way of working adults while at the same time providing them with the 
skills, values and attitudes necessary to survive in a mass-industrial society in as cost efficient 
way as possible (The Elementary Education Act - the Forster Act 1870). This model did not 
seem appropriate given the move towards the technological future and knowledge economy. 
Given the opportunity of opening a brand new school at the dawn of a new century, 1 did not 
merely want to replicate what was already in place. So, as we were setting up a school for 
the future in the 21 s 1 century, I started to do some reading and researching about the kind of 
future that could be expected. I felt very dissatisfied with the imposition of a curriculum on 
the teaching profession, particularly given that the imposition had arisen out of a perceived 
deficiency with what was already in place. From my discussions with colleagues and from 
my reading, I was aware that there was a growing dissatisfaction with the curriculum and the 
current educational system from employers. 
I found evidence from industry and the then DfEE to support my feelings. A skills audit by 
the DfEE in 1996 listed the following skills needed by employers in order of importance: 
• Ability to learn 
• Team-working 
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• Communication 
• Technical 
• Numeracy 
• Intellectual 
• IT 
John Abbot, of Education 2000, also produced a paper that compared conventional académie 
success with commerciai success. He found: 
Conventional Académie Success has involved: 
• Largely solitary study 
• Generali) uninterrupted work 
• Concentration on a single subject 
• Much written work 
• A high analytical ability 
While Commercial Success involves: 
• Working with others 
• Constant distractions 
• Différent levels across différent disciplines 
• Mainly verbal skills 
• Problcm-solving and decision-making 
This meant that there was a growing mismatch with schooling and the kind of éducation 
required for employment. This started me thinking about the kind of curriculum required for 
the future. 
The National Curriculum has not helped the situation for schools because it is essentially a 
subject content framework that did not include the development of students' skills. While I 
acknowledge that schools probably do put some energy into skill development, I believe that 
the work is often fragmented and isolated. What is needed is a way of developing thèse skills 
coherently and systematically across the curriculum and throughout the pupils' school life. 
There needs to be a balance between knowledge, understanding and skills. The challenge for 
teachers is to find a way of bringing together teaching and the development of pupils' skills. 
I believe that the key message for schools is that they need to achieve cohérence in a holistic 
sensé through a skills framework. They need to be developing an 'inclusive1 curriculum. 
Another reason, I believe, to redress the balance between skills and content is the quest for 
lifelong learning. In that context, skills are often of more lasting importance. Curriculum 
content can become irrelevant and outdated, whereas skills are often transferable and should 
enable you to access up-to-date content, process ìt appropriately and evaluate the outeomes. 
Even though National Curriculum 2000 includes a section at the beginnìng of the document 
about key skills, I believe that more could have been done to integrate them into a more 
cohesive framework that would prepare children for their future. Even though the section in 
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Curriculum 2000 spoke about promoting skills across the National Curriculum, it was left as 
a separate section in the document. Therefore, it will have had little or no influence on the 
delivery of subjects in most schools given that schools are very much confìned by the 
standards debate. 
Whilst I believe that the skills should have been integrated more fully into Curriculum 2000, 
the fact that they are included at ali is a very positive step. I believe in the centrai importance 
of the curriculum as an effective tool for the development of young people, but it needs to be 
a relevant curriculum. In order to build in relevance, we should start with the child and their 
developing world. The introduction of the Foundation Stage and the early leaming goals 
fitted very much with our philosophy of child-centred learning. So, another positive section 
of Curriculum 2000 was the paragraphs referring to building on the early learning goals, 
which are organised into six areas of learning: 
• Personal, social and emotional development 
• Language and literacy 
• Mathematica! development 
• Knowledge and understanding of the world 
• Physica! development 
• Creative development. 
This very much fitted in with my philosophy of a curriculum that grows with and from the 
child. I used it as a basis of our developing curriculum. I particularly liked the way that 
Personal, Social and Emotional development was seen as the starting point and I too have put 
this at the centre of our curriculum for Key Stages 1 and 2. 
A Curriculum for the Future 
At a meeting I attended (February 2001 ) in my L E A with David Hargreaves, the then Q C A 
Chief Executive, he was talking about bis vision for the future. He felt that initiative 
overload had led to short-term thinking and planning by headteachers and schools and that 
they had lost the longer-term view of what éducation was for. He believes that this longer-
term view must take note that the industriai age is now over and that we have moved into a 
knowledge economy. This again confirmed for me that we were taking the right path with 
our curriculum development. 
David Hargreaves spoke of the forces shapìng this knowledge economy. He believes them to 
be: 
• Information and communication technologies 
• Neuro-science, cognitive science and evolutionary psychology 
• Work patterns and lifelong learning. 
John Abbott, President of 21 s t Century Leaming Initiative says: 
"Schools have now a vital rôle in starting a dynamic process by which pupils are 
given the confidence to manage their own learning, to co-operate with colleagues 
43 
and to use a range of resources and learning situations which progressively wean 
them from their earlier dependence on teachers and institutions. 
But such skills, practices and attitudes cannot be taught solely in the classroom, 
nor can they be developed solely by teachers." 
This also ties in with my belief that education is so much broader than schooling. Education 
is a 24-hour a day / 7 days a week process. We are all learning wherever we are and 
whatever we are doing and to restrict our thinking about education to only what happens for 
38 weeks a year, 5 days a week, 5 hours a day is naïve and restrictive. We should be looking 
at children's learning experiences across the whole of their life and provide time for them to 
make linkages. In order to do this we cannot restrict learning to just school and we cannot 
restrict teaching to just teachers. This issue will be considered further in the study in the 
section on 'The Learning Facilitator'. 
Whilst Curriculum 2000 made a half-hearted attempt at trying to include the generic skills 
needed for the knowledge economy, because they were put into a separate section of the 
document and not related to the subject specific content, they appear to have made very little 
difference in most schools. But, there are some positive parts to the document. 
I believe that the twin aims of National Curriculum 2000 provide a good starting point. They 
state that: 
"The school curriculum should aim to provide opportunities for all pupils to 
learn and to achieve" 
and 
"It should aim to prepare all pupils for the opportunities, responsibilities and 
experiences of life." 
(QCA 1999, p. 11) 
What is missing is the link from these aims to the content of the curriculum, which appears to 
have no particular pedagogical model. 
Given my firm belief in the centrality of the child to their own learning, when planning our 
curriculum I wanted to provide a much broader education than the National Curriculum. I 
recognise that the curriculum consists not only of the taught subjects but also the planned and 
incidental learning opportunities, which are available to pupils throughout the day. 
Curriculum Aim 
With this in mind the staff and I began to debate our curriculum aim. It was finalised in 
autumn 1999 during a staff meeting discussion on the curriculum as it was developing at our 
school. The Aim reads: 
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"To enable all studente to achieve high standards of learning and to develop seif 
confidence, opti mi s m, high self es tee m, respect for others and achievement of 
personal excellence." 
The aim reflects my belief that each child is an individuai and should be taught as such. Staff 
felt able to subscribe to this belief. This echoes Charles Handy's (1989) statement that: 
"What is needed is not a National Curriculum, but an individuai curriculum for 
every child." 
Whilst this would appear to be an unmanageable task for any teacher, we, as a school became 
very focused on it as our ultimate aim. 
We had begun our school life in 1998 by devising a group of school aims. They are: 
• We aim to create a secure, happy, stimula ting, well-resourced environ ment 
for ail. 
• We expect and value high standards of achievements, where each child 
perform s to the best of their ability. 
• We provide a broad, balanced, relevant curriculum through which children 
will develop knowledge, skills, understanding and an enthusiasm for 
learning. 
• The statt will work co-operatively together to enjoy maximum job 
satisfaction and opportunities for professional development. 
• We work in partnership with parents, governors, L E A and community, in a 
climate of trust and co-operation. 
• We support children who bave special needs in a sensitive and caring 
manner. 
• We promote equal opportunities for ail. 
• We will encourage children to develop good relationships with other children 
and ail members of our school community, based on mutuai respect. 
• We expect good behaviour from ail pupils, based on positive reinforcement 
where possible. 
• We will promote children's spiritual and moral development through the 
curriculum and in the general life of the school. 
• We will provide a range of expériences for pupils to expand their personal 
interests and their social and cultural awareness. 
These aims still exist but with our overall curriculum aim as an overarching statement. I 
believe that it was important to set our school aims within this broader context in order to 
provide focus for ali the activities that take place within and from the school. It became a 
statement against which we could be judged by ail stakeholders (including ourselves) and we 
later supplemented it with our quality charter that states: 
• Quality learning and teaching cornes first. 
• Staff, children, parents and governors work together. 
• Everyone is special and enriches the life of our school. 
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• Hard work and achievements are always celebrated. 
• We are kind to each other. 
• We take pride in ourselves. 
• We are always ready to listen. 
• We make all visitors welcome. 
This gave us a baseline on which to build our curriculum and a quality standard to measure it 
against. 
Curriculum Design 
The discussions about curriculum have been interesting at West Grove. The school opened 
during the moratorium on the National Curriculum and just as the Literacy Strategy was 
being introduced. This enabled us to have a debate as a staff, with governors, about the kind 
of curriculum we wanted to offer. 
During an initial training day, which I led, before the school opened we worked together to 
construct a shared vision for our school. We began by brainstorming what we would like our 
11-year-olds to be like when they leave our school in 2005. We worked in four groups to 
generate the lists. Each group had a mix of staff and governors, some of whom were parents 
in the school. 
Group 1 
Good Communicators 
Confident - challenge - stand up for rights 
Able readers and writers 
Interact with different cultures 
Independent thinkers 
Ambitious 
Knowledge into practice 
Respect for others - community - property 
Flexible 
Law abiding 
Self pride 
Group 2 
Numeracy 
Literacy 
IT skills 
Social 
Communication 
Application 
Practical 
Sciences 
Career opportunities 
Arts 
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Group 3 
Independent learner 
Communication 
Literate 
Numerate 
Social and interaction skills 
Show respect and care about the feelings of others 
Confidence in themselves and their abilities 
Self motivated 
Ability to apply knowledge in different circumstances and situations 
Awareness of the necessity of fitness and health 
Enquiring mind - enthusiastic learner 
Group 4 
Independence 
Ability to understand - tasks, differences, knowledge, people 
Individuality 
Caring and respect for self, others and environment 
Communication 
Make relationships 
Literate / numerate 
Inquisitive 
Open-minded 
Confident - high self-esteem 
Express opinions 
Conscientious 
Broad interests 
Know how to learn 
Team skills - leadership, negotiator, timekeeper, finisher, etc. 
From these lists, I asked groups to look at the kind of experiences that the children would 
need and then, and only then, we began to discuss curriculum design. It was from these 
discussions that we decided that a fully-rounded individual was at the top of our wish-list and 
that our curriculum must have a broad and balanced base. We all agreed that we wanted our 
children to be literate and numerate but we also wanted them to be good with people and to 
be self-knowledgeable, developing skills that would lead them into life-long learning. 
It was, therefore, decided, against this background, that our curriculum should start with each 
child and what they could do and that we would design experiences to "support, enhance 
and extend" them (Bruce 1987, p.65). 
As we began to design our curriculum, following the above agreements we discussed the 
elements that we wanted to be a part of what we offer. As we were beginning with a blank 
canvass we decided that we should build in elements such as Citizenship and key skills rather 
than have them as 'extras'. These form the core of our curriculum and our long-term plans 
are PSHE and core skill based (See Appendix 6). It was also decided at this time that we 
would introduce a modern foreign language to the children, so we decided to introduce 
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French from Year 1. Governors and staff saw thèse as important éléments of preparing our 
children to be world Citizens. 
We decided that our long-term objectives for our curriculum should be child-centred and 
focus on the skills and values and attitudes that we wished the children to develop. We 
looked at several sources, including the Oxfam document on citizenship, and extracted what 
we considered to be the key skills. We decided that the skills that we wanted to develop 
were: 
• Intrapersonal skills 
• Active citizenship skills 
• Interpersonal skills 
• Communication skills 
• Problem-solving skills 
• Research skills 
• Thinking skills 
David Hargreaves provided a list during his présentation in the L E A of the knowledge and 
skills needed for the knowledge economy. These are: 
• Meta-cognitive skills - thinking about how to think, learning how to learn 
• Abili tv to integrate formal and informal learning 
• Ability to access, select and evaluate knowledge in an information-soaked 
world 
• Ability to develop and apply several forms of intelligence 
• Ability to cope with ambiguous situations, unpredictable problems and 
unforeseeable circumstances 
• Ability to cope with multiple careers, learning how to re-design oneself, locate 
oneself in a job market, choose and fashion the relevant éducation and 
training. 
This list seems to cross-reference with our own lists very well, again confirming for us that 
we are developing the curriculum in accordance with enlightened thinking. 
Through my reading and research, followed by discussion with staff, it was decided that we 
would deliver our curriculum through broad and balanced topics, which over a course of a 
year would take varied foci, e.g. science, history, geography, etc. It was feit that learning and 
teaching through topics helped the children construct meaning within the real world and 
enabled them to relate to and better understand their learning. It is through thèse topics that 
the National Curriculum is delivered and whenever possible links are drawn with the literacy 
and numeracy stratégies. Whcre thèse links are not natural, Htcracy and numeracy skills are 
taught separately. As a Governing Body and staff we decided not to implement the stratégies 
in full. We have adopted the content of the Literacy and Numeracy stratégies but we do not 
follow the Literacy Hour or Numeracy Lesson formats. I know that young children cannot 
sustain concentration for thèse extended periods of time on such activities, so lessons are 
broken across the day into 'pulse' sessions. These will be discussed in more detail later in the 
study. 
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ï asked groups to discuss the key expériences to which they believed our children should 
have an entitlement during their primary school years. We considered a list produced by a 
previous primary adviser in the L E A and came up with the following list: 
Each child should have the opportunity to expérience: 
• Takïng part in a 'public performance' on an annual basis. 
• Seeing a creative artist at work within the school, to include visits from 
authors, storytellers, etc. 
• Seeing peopie from the community, who visit the school to explain their 
work. 
• Activities outside school: School journey 
Day visits to galleries, muséums, places 
of worship 
Field work 
Local history and further afield visits 
Visits to théâtre, cinema, etc. 
• Using artefacts and primary sources. 
• Collecting data over a long period of time, e.g. weather and processing it. 
• Taking part in sports activities, including Borough events. 
• Making a positive contribution to the community, both school and wider, 
through participation in classroom discussions, School Council and 
collections, etc. for the wider community. 
• Discussing contemporary issues. 
I have tried on more than one occasion to produce a curriculum model diagram as a 
représentation. I have found this task almost impossible given the complexities involved. 
One of the first models devised, I produced during my term of préparation before the school 
opened. 
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This diagram shows how I believe the curriculum should start with the child and grow out as 
the child develops within their growing world. 
I then created a model that showed how we would begin with the key skills and develop the 
curriculum from there. 
Key Skills - PSHE - Citizenship 
Areas of Learning 
and 
Expérience Entitlements 
Curriculum Content 
This model shows how we built our curriculum frora the key skills, Personal, Social and 
Health Education and Citizenship through the areas of learning and expérience and then 
adding the curriculum content. 
We were then faced with the problem of which key skills to develop and how to put them 
within a cohesive and progressive framework. Through my links with the local Education 
Business Partnership I became aware of a scheme developed for disenfranchised secondary 
aged pupils - PEPI - Personal Effectiveness Programme Initiative (Bell, 1995). This is a 
skills development programme that can be used in many différent ways. Although it had 
been developed for secondary aged pupils I knew of one local infant school that was using it 
successfully within its réception classes. 1 talked to my staff about it; invited its author to 
attend a staff meeting to présent the scheme to staff and it was then decided that we would 
adopt the scheme within the school. We decided to use it as a self-cvaluation tool across the 
whole school and it was left to each year group to design their own recording format. 
The key skills covered by the programmes are: 
• Présentation skills - présentation of self 
présentation of written work 
spoken présentations 
• Time management - planning ahead 
estimation 
concentration 
• Research skills - using différent sources of information 
anarysing and selecting relevant information 
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• Problem solving - type of problem 
recognising a problem, selecting a solution 
deciding with others 
• Communication skills - spoken communication 
W ritt en communication 
non-verbal communication 
listening skills 
reading skills 
• Organisation skills - work style 
work outcomes 
• Working with others - team working 
interpersonal skills 
Staff feit that this prograrnrne covered the main key skill areas and liked the way that children 
were encouraged to become self-evaluating. Following the first year of its implementation 
and the success that we had had with the programme, we decided to develop a more 
systematic recording format. Children would be responsible for monitoring their own 
performance against 'I canJ statcments under each of the headings, (see Appendix 7). This 
will continue to be developed as the children move through the school. I see it eventually 
leading to the pupils keeping their own learning log so that they will be able to reflcct on key 
tasks and highlight signifîcant expériences as moving them on in their learning. 1 believe that 
this empowers the pupils and focuses them on the key task of learning to be effective 
learners. 
The PEPI programme, wc believe, tics together the key skills and makes links to PSHE and 
Citizenship. Since September 2001, Year 3 children have decided that they need to move 
away from PEPI, as hc is for the younger children! and in conjunction with their teacher have 
devised a learning log sheet that they use to set and review weekly learning targets (see 
Appendix 8). We intend to extend this from Year 4 so that the children will be choosing their 
own learning objectives from a computer-based plarining programme. In this way we will be 
working towards individuai learning accounts for pupils. 
Our Citizenship programmes includes a Red Cross Junior First Aid course at Year 2 and Year 
5 and a School Council with représentatives from each class from Year 1 to Year 6. 
Représentatives arc democratically clected by their pcers. The School Council 
représentatives are responsible for leading discussions with their class peers to elicit issues 
for discussion at the Council, they chair and take minutes of the meetings and report back to 
their classes on any outcomes. 
PSHE concentrâtes on healthy mind and healthy body so children arc ready for learning. We 
talk particularly about handling émotions, with extensive use of Circle Time and Bubble 
Time to hclp children handle their émotions and work constructively to manage confiiet. 
These will be discussed fully in the Learning to Learn section. 
By combining thèse threc éléments as our 'core curriculum1 we firmly establish the 
development of the whole child as our prime concern. 
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This is aJmost directly opposcd to the way most schools construct their curriculum. They 
usually plan out the curriculum content first, from the National Curriculum and Literacy and 
Numeracy stratégies, plan activities from the given learning objectives and review the 
effectiveness of their teaching through the leaming outeomes of the children. In their model, 
the pupils arc considered last. In our model of the curriculum pupil individuai needs are 
considered much earlier in the process. 
As Tina Bruce and Carolyn Meggitt say in their book "Child Care and Education": 
"The best curriculum is one which is based on: 
• Observations made of individuai children; 
• Matches the needs and interests of individuai children; 
• Créâtes a learning community." 
(Bruce and Meggitt 1999, p.378) 
Curriculum Planning 
Planning in Nursery and Reception classes is based on the areas of learning and the Early 
Learning Goals from the curriculum guidance for the Foundation Stage. These provide a 
sound basis for a high quality and integrated carly éducation. The planning is based on 
observations of children's learning and is intended to support and extend that learning for 
each individuai, who at severa! times across the foundation stage will be the subject of focus 
planning. 
In order to build on this good early years' practice, staff have considered many ways of 
planning. I suggested that in Key Stage 1, staff should use the nine areas of learning and 
expérience from the Curriculum Matters séries produced by Her Majesty's Inspcctorate 
(1985). In this document, HM1 state that: 
"There are limitations in a curriculum which is no more than a list of subjects. 
For example, it is too easy to défi ne the content of each subject with no référence 
whatever to the learning processes to be used or what is happening in the rest of 
the curriculum." 
(DES 1985, p.9) 
The paper was written to stimulate the professional discussion about the wholc curriculum. It 
was HMI's attempt at providing a framework for curriculum planning to ensure a broad, 
balanced, relevant and cohérent curriculum. We liked thèse broad areas and their définitions 
because it made links across subjects and seemed to reflect the real world much better than 
the National Curriculum. The areas they defined are as follows: 
• Aesthetic and creative 
The capacity to respond emotionally and intellectually to sensory expérience; the 
awareness of degrecs of quality; the appréciation of beauty and fitness for 
purpose; the exploration and understanding of feeling and the processes of 
making, composing and inventing. 
• Human and social 
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Understanding peoplc and how they live, thcir relationships with each other and 
with their environments, and how human action, now and in the past, has 
infîuenccd events and conditions. The significance of place and its effects on the 
natural and created world - this area includes historical, geographica!, 
technological, politicai and sociologica! perspectives; the study and préservation 
of environments. Understanding of how economic Systems work, and the way in 
which costs and benefits to society and to the individuai must be evaluated when 
making choices about the use of scarce human, financial and material resources. 
• Linguistic and Iiterary 
Increasing pupils' understanding of the rôle and power of language in ail aspects 
of life; thcir confidence as language users and their enjoyment of a wide variety of 
literary and other texts from a range of sources and cultures. 
• Mathematica! 
Developing mathematical concepts and processes to enable pupils to understand 
and appreciate relationships and pattern in both number and space in their 
everyday lives and be able to express them clearly and concisely. 
• Moral 
Bringing together moral actions and the principles which underline them; 
providing expériences which help to form and test moral convictions and to 
modify attitudes; providing opportunities to reason about values i f people are to 
make sound moral judgements. Moral aspects of Personal and Social 
development. 
• Physical 
Those activities which normally belong within the field of physical éducation and 
dance which aim to develop control, co-ordination and mobility and to provide for 
the development of knowledge, understanding and attitudes. Manipulative and 
motor skills and knowledge of how the human body works, the development of a 
healthy attitude toward it and adoption of an active way of life to keep it in good 
condition. 
• Scientific 
Increasing pupils' knowledge and understanding of the natural world, the world as 
modified by human beings and with developing skills and compétences associated 
with science as a process of enquiry. These include: observation, sélection, 
hypothesising, expérimentation and communication. 
• Spiritual 
Developing feelings and convictions about the significance of human life and the 
world as a whole; Religious Education is contained within this area but is not 
identica! with it. 
• Technological 
The search for ways and means to extend and enhance our powers to control 
events and order our environment. The essence for technology lies in process of 
bringing about change or exercising control over the environment. This process is 
a particular form of problem-solving, of designing in order to effect control. 
Staff agrecd with me that thesc arcas devcloped well from the carly learning goals in the 
foundation stage, thereby enabling progression to Key Stage 1 in skills as well as knowledge 
and understanding. The areas of learning and expérience covered ali the subjects of the 
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National Curriculum but seemed to us to be more relevant to the context within which wc are 
operating. They also encompassed some generic skills rather than being content led. 
Following discussions with staff, we have chosen to deliver the curriculum through a topic-
based approach, except in the Foundation Stage. We choose topics that begin with the child's 
immediate world and gradually extend them as the child grows and their world expands. In 
the Foundation Stage we have moved away from topics as we felt these to be too restrictive. 
In the Nursery they plan across all six areas of learning as per the Curriculum Guidance for 
the Foundation Stage, choosing one area each half term to be a particular focus for 
observations, etc. In the Reception classes the children's interests lead to topic choice. 
Following staff's observational assessments of the children, topics will emerge and these are 
negotiated with the children. The children are aware why the topics have been chosen and 
which child's 'specialist field' it is based on. In this way we can make the curriculum truly 
responsive to children's needs. 
The topic chart is included on page 55. Some topics have a bias to one particular area, for 
example, Light and Colour is a science-based topic, where Romans is a history-based topic. 
Although there are these biases in the topics, wc try to cover all areas of learning and 
experience through each topic and draw the links across subject barriers through the activities 
provided. 
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W E S T G R Ò V E T O P I C G R 1 D 
A U T U M N SPRING S U M M E R 
N U R S E R Y I N D U C T I O N O U R S E L V E S H O U S E S A N D H O M E S W E Ä T H E R A N D 
E N V I R O N M E N T 
R E C E P T I O N N U R S E R Y R H Y M E S A N D S T O R J E S 
B A S E L I N E A S S E S S M E N T 
F O O D C L O T H E S M I N I B E A S T S W A T E R 
Y E A R 1 T H E B O D Y T O Y S A N D 
M A C H I N E S 
D I N O S A U R S S E A S O N S A N D 
W E Ä T H E R 
G R O W T H A N D 
L I V I N G T H I N G S 
L O C A L 
E N V I R O N M E N T 
C O N T R A S T I N G 
W I T H F A R M 
Y E A R 2 J O U R N E Y S L I G H T A N D 
C O L O U R 
M A T E R I A L S H O W P E O P L E 
U S E D T O L I V E 
S A T S L I V I N G W O R L D 
A N D M I N I B E A S T S 
Y E A R 3 P L A N E T S A N D 
S P A C E 
W A T E R R O M A N S P L A N T S 
L O C A L 
E N V I R O N M E N T 
C O N T R A S T I N G 
A R E A 
F O R C E S 
Y E A R 4 L I G H T A N D 
S O U N D 
E L E C T R J C 1 T Y T U D O R S F O O D A N D 
F A R M I N G (ST. 
L U C I A ) 
L O C A L S T U D Y 
HI S T O R Y A N D 
G E O G R A P H Y 
M A T E R I A L S 
Y E A R 5 
L I V I N G T H I N G S 
A N I M A L S A N D 
P L A N T S 
A N C I E N T 
G R E E C E 
B R I T A I N S I N C E 
1930 
R I V E R S F O R C E S 
C O N T R A S T I N G U K 
( W A L T O N O N T H E 
N A Z E ) 
Y E A R 6 A N C I E N T 
E G Y P T 
H U M A N B O D Y M A T E R I A L S S A T S T O P O G R A P H Y 
55 
At the bcgìnning of each topic, staff ask the chìldren in Kcy Stages 1 and 2 for their input through a 
brainstorm session. They are asked the following three questions: 
• What do we already know about the topic? 
• What do we want to know about the topic? 
• Howcan we find out? 
This is charted as a mind-map and displayed on the classroom wall. It is then referred to as the topic 
progresses so that the children are involved in the planning, monitoring and évaluation of their own 
learning. I see this as a key skill. 
Staff and I tried to produce mid-term plans based on the areas of learning and expérience for Key 
Stage 1 and used this format for the first two years. On reflection, we found that this form of 
planning did not show curriculum coverage and was too restrictive, not allowing for crcatìvity and 
responsiveness to pupils needs. Ofsted confirmed this for us following their inspection in March 
2001. They reported that: 
"The requirements of the National Curriculum are met in broad terms through these 
topics but at the dctailed Icvel of medium term planning, gaps are occurring." 
This led us to review these plans and move away from using them. Our medium term plans now are 
based loosely on the Q C A schemes of work, but I have linked them to appropriate topics, and the 
content of the Literacy and Numeracy stratégies. This addresses the issue of curriculum coverage as 
raised by Ofsted whilst maintainìng our skills based curriculum. In this way, the teachers can 
produce a topic overview sheet showing coverage of ali subjects (for accountability purposes) and 
use this then as a basis for their weekly plans. I have also produced for each year group a sheet 
showing coverage of the Q C A schemes of work across the year (an cxamplc is shown on Page 57) -
this reflects the subject-bias of each topic. In this way I have tried to reduce the amount of 
paperwork that the teachers have to produce. This gives them more time to be creative with the 
formulation of activities and time for reflection and assessment of the pupils. 
The weekly plans have also been through several formats since the school opened. I have always 
insisted that I have an évaluation of the previous week's work with feed-forwards of issues to be 
considered in the following week and I also ìnsist that teachers produce a timetablc so that any 
teacher covering their class can continue with the work planned. What has been debated by staff is 
the way in which we show the learning objectives for the week and the activities planned to achieve 
those objectives. Staff have piloted several formats and reviewed them regularly, suggesting 
altérations or new formats to meet their planning needs. 
Through negotiation wc have chosen to have differentiated plans for the foundation stage and Key 
Stages 1 and 2 because of the differing learning needs of the children within those stages and the 
différent ways in which teachers prefer to record their plans. 
Some of the formats tried are attached in Appendix 9. 
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Year 3 - Q C A Schemes of Work 
Science ICT D&T History Geography Art Music PE RE M F L 
Autumn 
Term 
Light and 
Shadows 
Earth, Sun and 
Moon 
Combining text 
and graphics 
Manipulating 
sound 
Moving 
monsters 
Storybooks 
3D 
Painting 
Exploring 
descript i ve 
sounds 
Exploring 
rhythmic 
Introduction to 
databases 
Exploring 
simulations 
Going to the 
Seaside 
Photography 
IT 
Printing 
pattern s 
Exploring 
arrangements 
Exploring 
Spring 
Term 
Teeth and Ealing Introduction to 
spreadsheets 
Why nave people 
invaded and scttled 
in Britain in the 
past? A Roman 
case study 
What was it like to 
live here in the 
past? 
Village Settiers 3D 
Drawing 
pcniatonic 
scales 
Exploring sound 
colours 
Exploring 
singing games 
Helping Plants 
Grow Well 
Rocks and Soils 
Painting 
Textiles 
Summer 
Term 
Investigating our 
locai area 
Drawing 
Collage 
3D 
Characieristics of 
materials 
Magnets and 
Springs 
Packaging 
Money 
Containers 
Painting 
3D 
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We have come to these current plans through debate about the kind of learning that we are 
trying to promote and how individual teachers like to record their plans. Varied formats are 
provided to try to meet teachers' individual needs whilst providing some coherence across 
classes. We recognise that all children have a preferred learning style and some have a left or 
right brain dominance and they differ in terms of their preference as audio, visual or 
kinesthetic learners. We have tried to reflect this in our weekly plans. In this way we are 
working towards achieving our ultimate goal of a curriculum that will meet each individual's 
needs. 
Observational assessment remains a focus on each of our planning sheets and underpins all 
our work. A l l staff believe that what the children can do and understand should be the 
starting point of any following work. A l l adults working in our classes arc encouraged to be 
observers of learning and in the foundation stage this is systematically recorded. As the 
children move further up the school, observation of children's learning remains a focus but 
there is more written work to use as a basis of assessments. Assessment will be considered 
more fully in a following section of this chapter. 
In order to keep parents informed about the work their children will be engaging in, each year 
group sends home a topic information sheet (see Appendix 10), where the teachers record the 
main aspects of each topic and offer suggestions for how parents can support at home. 
The planning documentation will continue to be reviewed and amended, as staff and I feci 
necessary. The planning sheets need to be a useful tool for every individual teacher and so it 
will probably continue to be necessary to have a variety of planning sheets in use. Unless the 
planning tools we use meet the needs of the staff and pupils then they are merely a 
bureaucratic burden. 
Curriculum Delivery 
Following discussions with staff and governors, wc have chosen as a school not to adopt the 
Literacy and Numeracy strategies because the structured lessons demand extended, imposed 
concentration periods that we do not believe young children should be asked to sustain. 
Most teachers deliver our curriculum through our broad and balanced topics and through an 
integrated approach. This means that there can be a variety of 'subjects' being taught at the 
same time in the classroom or that some subjects arc taught through multi-media. Again this 
draws links for the children with their own developing understanding and knowledge of the 
world. 
As the children have been involved in the planning of each topic through their initial 
brainstorming and mind-mapping exercise, they feel that they have some input into what they 
arc learning. T then see it as the teachers' job to create activities that draw on children's 
individual preferred learning styles. By delivering through these multi-sensory methods, we 
aim to give each child a 'peg' on which to hang their learning. 
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Weekly plans show the learning objectives for each area of learning and these form the basis 
of the focused teaching. This is then supplemented with individual or group activities for 
practice, etc. 
As a school we do not use published schemes and staff try not to rely on worksheets. Staff 
plan activities that will engage children in 'real' learning opportunities, usually based around 
problem solving or collaborative group activities, based on first-hand experience. Learning is 
shown through the language the children use and the quality of the discussion with each other 
and the adult/s engaging with them. We believe that all learning does not need to be recorded 
by the children, it is their developing understanding that is paramount. Recording does take 
place in some cases to enable the teacher to check understanding and provide evidence of 
achievement. 
In order to maximise learning wc are using several accelerated learning techniques, 
including: 
• Brain gym 
• V A K s (Visual, Auditory and Kinesthetic) 
• Multiple intelligences 
• Learning cycles 
• Pulse learning 
• Fruit and water available in classrooms at all times 
• Use of music 
• Memory techniques 
These will be explored more fully during the section in this chapter on Learning to Learn. 
We enrich our curriculum as much as we can with visits and visitors. Teachers try to plan a 
visit to a place of interest linked to each topic, with at least one visit per term. We also bring 
people into the school to talk about their work or show skills and talents in order to motivate 
the children. First hand experience, I believe, is very important for the young learner, 
contributing towards making the learning real. 
We also wanted to enable children to develop their particular skills, talents and passions from 
an early age and staff, therefore, decided to provide out-of-hours learning opportunities 
through after-school clubs. These clubs are offered to all pupils from Year 1 and they can 
choose from music, art and sports clubs. The clubs are run by staff as part of their 
commitment to extending learning beyond the classroom and beyond the school day. 
Where wc arc now. 
We had followed a development plan to bring about an innovative curriculum that all the key 
stakeholders had been involved in bringing together. The next stage was to consolidate what 
we had done and decide how the continuing evaluation and working of the curriculum would 
take place. 
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PEPI, Personal, Social and Health Education and Citizenship still form the core of our 
curriculum, we then have the content curriculum delivered through multi-sensory approaches, 
an enriched curriculum of key entitlement expériences and an extended curriculum provided 
through out-of-hours leaming. I believe this gives every child the opportunity to learn 
through their own preferred learning style/s. 
The model of our current curriculum is produced below: 
E X T E N D E D C U R R I C U L U M 
ENRICHED C U R R I C U L U M 
CONTENT C U R R I C U L U M 
PEPI 
PHSE 
CITIZENSHIP 
DELIVERED THROUGH MULTI-SENSORY 
METHODS 
K E Y ENTITLEMENTS 
OUT-OF-HOURS LEARNING 
. 
Curriculum Monitoring 
Because we do not follow the traditional methods of curriculum planning and delivery it 
becomes even more imperative that our curriculum monitoring procédures are rigorous. Each 
week, teachers présent their plans to me and at the beginning of each topic they présent a 
topic overview sheet showing coverage of ali areas of the National Curriculum. This 
provides évidence that we are meeting Statutory Requirements. The Headship Team 
(Headteacher and Deputy Headteacher) undertakes termly classroom observations; this is 
complemented by work scrutiny sessions, termly teacher assessments of individuai progress 
and a computer system of tracking pupil progress. 
But perhaps most importantly, every teacher in the school is a 'reflective practitioner'. They 
are encouraged to be refiective as part of their weekly plans and monthly Team meetings 
enable them to share their learning and expériences with colleagues. 1 have set up 
frameworks to support them in their reflections and try to model this behaviour for staff by 
constantly reflecting on my own practice. A staff meeting is held each terni to focus on 
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learning and teaching within the school, discussing Learning to Learn, where we reflect on 
the successes and areas for development and teachers can share the outcomes of their action 
research. 
Teachers know that they are trusted to do the best for the children in their care and that they 
will be supported in their efforts to improve their performance. They are encouraged to 
refîne their work and evaluate it thoroughly and honestly. 
The focus for all of this work is the quality of learning and teaching. It is the main stated aim 
of the school and our core purpose. 
What is effective? Why? 
I believe that the key to the effectiveness of the way we pian and deliver the curriculum is the 
centrality of the child in the process. In other schools 1 know and have worked in, teachers 
have seen their job as the deliverers of the subject curriculum and have planned the content in 
isolation of the context. 
We put the child at the centre of the process and the curriculum expériences are planned 
around the development of the child as a learaer. In an ideal situation, this would lead to 
individuai learning accounts for all pupils - taking differentiation to its limits. In reality, it is 
not possible to plan for every child individually ali of the time, but teachers have a rolling 
programme of 'focus' children for whom specific learning activities will be planned and 
reviewed at set times across the year. Some children who have specific individuai learning 
needs will have these needs planned for on a more continuous basis. Teachers keep a profile 
of each pupil showing their development as an individuai learner and this is shared with the 
pupil and their parents. 
In practical terms, the teacher plans a range of activities that will address many individuai 
learning needs. They try to make the activities as 'open-ended' as they possibly can, 
allowing each child to have their own individuai response to the task and a lot of time is spent 
in giving individuai feedback to children about their learning. Our ultimate aim is to 
encourage each child to take responsibility for themselves as learners. The content of the 
curriculum becomes less important and the primary purpose is the development of the child 
as a lifelong learner. 
By building our curriculum on their observational assessments of the children, the teachers 
make the curriculum fit the child rather than make the child fit the curriculum. In this way, 
because we are responding to individuai needs, we provide an inclusive curriculum. 
What people think of our curriculum 
It is important to the governors and I that we receive constant feedback on our work, with a 
view to continuous improvement. We have therefore, set up formai and informai Systems for 
gathering such evaluative comments from key stakeholders. This feedback is discussed by 
the governing body curriculum sub-committee as part of their annual re view processes and 
the outcomes of their discussions are then fed into future developments for the school at the 
annual school improvement planning day, usually held in May or June. At this joint staff and 
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governors inset day we discuss the outcomes of our monitoring over the previous year, 
agreeing a current 'state of the nation', we then discuss any areas for development and agree 
a working plan for the coming year. 
Learning outcomes are also discussed, using national and local data as a benchmark against 
which to measure ourselves. In this way, staff and governors are able to make some 
judgements about the efficacy of our methods. 
Children's comments: 
"I like West Grove quite a lot *cos I've been bere, I've gotten used to it because 
I've been bere quite a long time. I think I'm getting cleverer because now I 
know how West Grove works." 
Düring our Investors in People assessment staff made comments to our externa! assessor. 
They are recorded in her final report. 
"I've never been so inspired." 
"We feci like we are bouncing off the children ali the time." 
"I had heard of the West Grove Way at my previous school and now I can see 
how well it works." 
"The school thinks further than éducation and considera the whole child." 
Parents comments (taken from questionnaire responses and letters from parents): 
"The West Grove Way recognises and makes use of children's interests and 
strengt h s and uses that to help them learn." 
"I particularly want to share my view with you that I support the Schemas 
method used and feci it has enabled me to better understand my son and play a 
key role in his learning development along side bis teacher. I like the flexibility 
this method öfters in preparing and easing the children into éducation in a 
relaxed environment and the fact that it allows us to be driven by them. After 
ali, we learn a lot from our children." 
What Ofsted said: 
"A broad and interesting curriculum." 
"Pupils are very well motivated and show high levels of independence and 
willingness to learn." 
"Overall, the quality and range of learning opportunities are good." 
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"Extra-curricular provision is good." 
"This is a socially inclusive school." 
"Pupils with special educational needs make good progress in relation to their 
difficulties and are fully included in ail lessons." 
"Provision for pupils with English as an additional language is good. Pupils are 
well supported and the curriculum makes appropriate provision for enhanced 
speaking and listening opportunities." 
SUMMARY 
I have led staff in trying to develop a curriculum that is responsive to the changing needs of 
society, i.e. more multi-culturai, more families who speak English as an additional language, 
more families with children who have special educational needs, etc. 
• We try to ensure an inclusive curriculum by offering a curriculum that changes in 
response to individuai pupil needs, based on the pupil's previous knowledge and 
understanding. 
• Pupils are expected to take some responsibilìty for planning and monitoring their own 
learning through reflection on the processes involved and the quality of their learning 
outcomes. 
• Staff involve pupils in the review of the learning covered at the end of each topic. 
• Our curriculum aims and models are based on the widest définition of achievement and 
not just académie subjects, including key skill development that is necessary for life long 
learning. 
• Our curriculum delivery is responsive to pupil's individuai learning styles. We do not 
plan a curriculum, deliver it and hope that some children learn something. Effective 
learning is always our focus. 
• Comments included above confirm that 'external* partners see the benefìts of working in 
this way and consider the practices to be inclusive. 
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LEARNING TO LEARN PROJECT 
The story of our invotvement with the Campaign for Learning 
Around the time that we were devising our long-term plans based on our vision of a rounded 
11 year old, I saw an advertisement in the Times Educational Supplement looking for schools 
to become a part of a 'Learning to Learn' project being launched by the Campaign for 
Learning, The project was officially launched on 29 0 1 February 2000, seeking to widerstand 
what we know about how we learn. The Campaign for Learning was particularly interested 
in récent work on the brain and on intelligence and its potential impact on standards and 
motivation in schools. They reflected that in today's business world, companies are 
increasingly seeking to widerstand how people learn and then trying to accelerate the process. 
This related very much to my expérience and findings, that businesses are no longer satisfied 
with the kind of students leaving our schools. They stated that from across the world there is 
a growing body of évidence that, by focusing more on learning to learn, standards of 
achievement and motivation can be improved. There are indications, too, that certain 
approaches to teaching are most likely to create confident lifelong learners. There is also 
récognition by the Campaign for Learning that confidence in the power of learning is not a 
new phenomenon. 
"Nothing is impossible to someone Willing to learn." 
(After John Heywood, Late 15* Century) 
"They know enough who know how to learn." 
(Henry Adams, M i d 19* Century) 
The key principle underpinning the Learning to Learn project is that "learning is learnable" 
(Lucas and Greany 2000). The Campaign for Learning betieves that there are two distinct 
aspects to Learning to Learn. The first is about encouraging better learners, young people 
who achieve more and reach higher standards with the help of their teachers. The second, 
and ultimately more significant, involves becoming an autonomous lifelong learner, someone 
who is capable and motivated to learn throughout their life. 
This seemed to fit very neatly into my developing thoughts and I sent for an application form, 
which was duly completed and submitted. Twenty-four schools were selected, from over 200 
applications, to form the pilot project and each school was asked to produce its own plan for 
implementation of the first year of the project. 
Through early meetings with other project schools we came up with a list of aspects that we 
believe framed the project for all of us, even though we may study isolated aspects. These 
were: 
• Being ready to learn - emotional state, self-esteem, etc. 
• Being able to set and achieve goals - motivation, intrinsic and extrinsic rewards, 
etc. 
• Knowing how to learn best - learning stratégies, learning styles, how memory 
works, knowing when to ask questions, etc. 
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• Harnessing creativity - stratégies for thinking différent thoughts and solving 
difficult problems, etc. 
• Being able to reflect, adapt and change - self-evaluation, attitude to making 
mistakes, receiving and giving feedback, etc. 
Staff and I chose to implement our project across the whole school (which was two nursery 
classes, two reception classes, two year 1 classes and one year 2 class, approximately 210 
pupils when the project began). I consulted with ail staff, including office staff and site staff 
and they ali wished to be involved in the project - 21 in all (at that time). 
I was aware at the beginning of the Leaming to Leam project that my own knowledge and 
understanding was limited. But, through Inset sessions provided by the Campaign for 
Learning I developed my understanding and refined my vision of what 'learning to learn' 
would look like in a school and how we could develop children as lifelong leamers. I read 
the work of Howard Gardner on multiple intelligences. He developed a theory of Multiple 
Intelligence, comprising at least seven différent types of intelligence, which are not fixed but 
are capable of development and expansion. They are: 
• Linguistic intelligence: relating to language and expression through words 
written or spoken; 
• Logical-mathematical intelligence: relating to mathematical and scientific 
approaches, manipulation of numbers and abstract Symbols, logicai 
structured approach to problem-soMng; 
• Visual-spatial intelligence: relating to visualisation and manipulation of 
images, construction of models, understanding of spatial relationships; 
• Bodily-kinaesthetic intelligence: relating to movement and use of the body in 
a controlied way; 
• Musical intelligence: relating to a scnsitivity to music, sound and rhythm; 
• Interpersonal intelligence: relating to a sensitivity towards other people, 
understanding and predicting their responses, and communicating well; 
• Intrapersonal intelligence: relating to a sense of seif and awareness of own 
feelings, strengt h s and areas for development. 
(Gardner, 1984) 
He also argued for éducation which values all the différent aspects of intelligence, not just 
those which can be easily measured using paper and pencil tests. I round his theory very 
interesting and it certainly explained why some children excelled in différent aspects of the 
curriculum. I feit more comfortable attributing their successes and failures to multiple 
intelligence theory than to the more simplìstic notion of IQ. I firmly believe that ali children 
have strengths in at least one area and it is our job as educationalists to find that area and use 
it to develop other areas. 
I also attended a course led by Alistair Smith on his Accelerated Leaming Programme and 
began to apply these to what we were trying to do in school. They ali seemed to fit perfectly 
to our curriculum in that it all related to the individuai child and their preferred learning 
styles. I shared these ideas with staff who were more than Willing to try them out in their 
classrooms as part of their continuing professional development through reflection on action. 
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It was after one such feedback session that we became interested in Gardners theory of 
multiple intelligences and the impact this had by shifting our thinking from 'how intelligent is 
each child?' to 'how is each child intelligent?' This may seem to be a subtle shift but for the 
staff and myself it was the turning point in our understanding more about learning. Through 
training days and staff meetings that I planned and ted we spent time reflecting on our own 
intelligences and how these affect our learning préférences and began to relate these to our 
work with children. We round in the early years (before Year 1) that it was almost 
impossible to observe preferred intelligences in the children and we found that using Tina 
Bruce's schema a more appropriate tool for explaining early learning behaviours. Schemas 
are patterns of linked behaviours that the child can généralise and use in a whole variety of 
différent situations. From Year 1, depending on the maturity of the child, it became possible 
to engage the children in talking about how they liked to learn, getting them to consider their 
preferred activities and why they worked well for them. 
As with all théories though, no one theory provides the total answer. We continue to consider 
multiple intelligences as one aspect of a child's individuai learning profile, backed up with 
observational assessments. 
Following discussions with the staff we formulated our plan for the first year of the project. It 
consisted of: 
• Curriculum design with a focus on learning to learn and skill development (this 
aspect has been fully considered in the previous chapter) 
• Provision of fruit and water in classrooms }these will be 
• Use of music as background and focus for learning activities }considered in 
• A programme of outdoor play to enhance the indoor curriculum} the chapter on 
environment 
• Accelerated Learning Programme techniques (ALPS) 
The Accelerated Learning Programme techniques that we chose to implement were brain 
gym, V A K i - which is Visual, Auditory and Kinaesthetic learning, Pulse learning and the 
introduction of Meditation, Circle Time and Bubble Time, philosophy or thinking skills. I 
feit that by introducing ali of these aspects of learning, it would enable staffs understanding 
of learning processes to be developed. They have been encouraged to set up mini action 
research projects in their classrooms to evalúate the effectiveness of each of these éléments 
and decide which work for them. The outcomes of their projects have been shared during 
staff meetings or team meetings so that effective practice can be shared across the school. In 
this way it has been possible to agrée as a staff which éléments we will adopt, which need 
amending in order to meet the needs of our pupils and which we will not use. 
Each of these éléments will now be considered in detail: 
Brain Gym 
Brain Gym involves simple movements, which, it is claimed, have the effect of integrating 
the left and righi brain hémisphères, makìng learning easier. It can be used to improve almost 
any skill, whether mental or physical and to bring emotional and physical well being into 
balance. 
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The Preface to the Brain Gym Teacher's Edition states that: 
"Brain Gym activities... enable students to access those parts of the brain 
previousty inaccessible to them. The changes to learning and behaviour are 
often immediate and profound, as children discover how to receive information 
and express tbemsclves simultaneousty." 
(Dennison and Dennison 1994, Preface) 
Brain Gym activities help form a bridge between the two sides of the brain and help children 
to stimmate the whole brain to be ready for learning. Staff at West Grove use Brain Gym 
exercises as part of their daily teaching programme to reinvigorate children i f they are 
beginning to flag or as a bridge between activities. It helps to focus children's attention and 
re-oxygenate the brain. As Dennison and Dennison say: 
"When students are introduced to Brain Gym, they seem to love it, request it, 
teach it to their friends, and integrate it into their lives, without any Coaching or 
supervision." 
(Dennison and Dennison 1994, Preface) 
Our children love their Brain Gym exercises and have great fun learning new ones or 
showing their skill at more familiär exercises. When I am leading an Inset session I also 
build in Brain Gym exercises for adults. It's a great way of keeping your audience engaged 
and ready to listen. 
VAKi 
As part of considering individuai learning style préférences we have considered each child as 
to whether they are a visual learner, an auditory learner or a kinaesthetic learner. Essentially, 
visual learners learn from what they see, auditory learners from what they hear and 
kinaesthetic learners from movement and what they touch. We ali learn through ali three 
methods but each of us will have a preferred style of learning. This will obviously have an 
impact in the classroom and follo wing observations of children in this area we have seen it to 
be of great signifìcance, so much so that we have chosen to begin our curriculum planning 
under those three headings. This gives each child across a week's activities the opportunity 
to learn and express their learning through their preferred style. This is another example of 
making the curriculum fit the child and not the child fit the curriculum. 
I have been interested to see, through staff observations of children, that they start, in the 
main, as kinaesthetic learners and develop through auditory learning into a visual learning 
ability. This appears to have age and maturity links with some gender bias, with boys 
remaining in the kinaesthetic mode for longer. 
By planning learning objectives to V A K i , we try to enable more effective learning, through 
efficient targeting of learning time. 
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Pulse Learning 
Our understanding of Pulse Learning has been developed from Alistair Smith's work on 
Accelerated Learning. He refers to 'chunking it down' whereby you deliver content and 
knowledge in 'bite-size chunks' for the children so that they do not become overburdened or 
confused by too much information at any one time. 
Staff were asked to try mis out in their classrooms and reflect on the outcomes. Following 
this small action-research task we have developed our puise learning sessions, whereby the 
teacher will give the children an input session for no longer than five minutes. The children 
will then be dispersed to work on other activities and called back for a second puise session 
input for no longer than ten minutes. This can be repeated several times across the day 
thereby making content or knowledge more accessible to children. 
Düring the puise sessions, teachers or learning support assistants will use a variety of Stimuli. 
Some inputs will be visual, others will be auditory and others will have a kinaesthetic slant. 
In this way we try to address the preferred learning styles of the children and address the 
issue of concentration spans. (Children's task time should be limited to no more than 2 
minutes in excess of their chronological age.) 
Staff have found that by repeating the input in différent ways, children are retaining 
information and using it in their work in a more systematic way. 
Meditation 
In order to prepare our children mentally for learning, méditation sessions have been 
introduced to help them centre themselves before beginning work. David Fontanta in 
Fontana and Slack (1997) describe the practice as: 
"essentialry a state of poised di re et ed concentration, focused not upon a train of 
thoughts or ideas, but upon a single clearly defined stimulus... as the opposite of 
wandering thoughts or even a directed train of thinking... it is a very special 
kind of sitting quietty doing nothing, in which the mind is held clear and stili, 
alert and watchful, and free from losing itself in thinking." 
(Fontana and Slack 1997, p.5) 
Again, staff have found that the children have responded very positively to such sessions, 
helping those, particularly, who arrive at school with 'baggage from home'. 
A member of staff uses music to create a positive, relaxed atmosphère and takes the children 
and staff through the méditation exercise/s. They have discussed why méditation is important 
and the benefits from doing it and the children have a firm grasp about its positive impact on 
their learning. 
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Circle Time and Bubble Time 
The use of Circle Time as a whole school system provides every individual with the 
knowledge that they will be listened to. Teachers plan systematically for Circle Time, often 
taking issues raised by the children, and everyone is given the opportunity to contribute. 
Jenny Mosley in her book "Quality Circle Time in the Primary Classroom" states that the 
benefits of Circle Time are: 
• "Sitting in a circle symbolically promotes the notion of equal responsibility. 
• Participation in Circle Time enables children to have a sense of belonging to 
a group they can trust 
• Circle Time activities motivate those involved into willingness to share 
thoughts and feelings. 
• Circle Time initiates collective responsibility for the promotion of self-esteem 
and positive behaviour. 
• Circle Time establishes a forum where children can help one another. 
• Circle Time encourages self-discipline, as each child can identify their own 
behaviour or work problems and formulate an action plan to deal with them 
with the support of others." 
(Mosley 1998, p. 34) 
She has since gone on to extend Circle Time with Bubble Time. This gives children an 
opportunity to express themselves on an individual basis with a chosen adult or another child. 
It works particularly well for children who tend to be shy or withdrawn i f they do not have 
the confidence to speak in the Circle. They can demonstrate to the teacher by an agreed 
mechanism, e.g. a peg on a flower petal, that they need to have a private five minutes with an 
adult and this will be provided so that they can discuss issues or concerns individually. 
A l l staff agreed to try out these approaches for themselves and reflect upon the outcomes, 
sharing their learning with each other during team meetings and staff meetings. 
At the end of the first year of the project our evaluation showed that there was high teacher 
morale, teachers were confident to try out new ideas and be honest with each other about the 
outcomes. Many staff had embarked on further study for Masters degrees. When we 
advertised new jobs we were inundated with applications. There was high parental 
satisfaction, pupils who were confident learners that could articulate their learning 
preferences. We had had a good Ofsted report and had seen an increase in applications for 
places at the school. Following an article about our work in the Education Guardian we had 
also received many calls from other schools and LEAs who wanted to know more about what 
we were doing. We had been asked by the DfEE to feature in a training video on provision 
for gifted and talented pupils. It was too early at this stage in the school's development to 
draw any inferences about the impact on attainment as we only had one set of Key Stage 1 
SATs results. 
Following the excitement of the first year of the project when the learning curve for all of us 
was a steep but fascinating one, we decided, as a staff, that we wished to continue with the 
project into Phase 2 and submitted our project proposal. 
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The extension of the project for phase two included the more consistent use of mind-
mapping, introduction of philosophy to Year 3 and further investigation of neuro-linguistic 
programming and how it can be used in classrooms to support leaming. 
Düring this year of the project I released three teachers to artend an extended course on 
Neuro-linguistic Programming and they have been feeding back the outcomes of their 
research to other colleagues. We are beginning to explore the use of thèse techniques, 
parücularly for memory and information recali and have had some good results with Year 3 
spelling. They use modified version of the Look, Cover, Write and Check system. 
1. Look at the word, and write it in the air with a finger, up and to the left. Letters 
can be vocalised intemally or externally if it helps. 
2. 'See ' the word internally at the same time, imagining the letters in différent 
colours. Cover the originai word. 
3. Read the letters from the internai image and write them down. 
4. Compare the result with the internai image - does it look/feel right? If not, try 
again. 
5. Check the word with the originai. 
Philosophy 
The introduction of philosophy has also been very interesting. We have introduced 
philosophy or thinking about thinking as we want children to challenge traditional wisdom 
and knowledge for themselves so that they become creative, inventive and progressive 
thinkers. But, you cannot teach thinking; you can only create space for it to happen. Some 
classes have been having thèse debates as part of their Circle Time. The children have been 
asked to bring in questions to debate and the staff have had questions to use i f the children 
have not generated them for themselves. There have been some very deep and meaningful 
discussions and it certainly shows that even young children can have high level debate, i f 
supported by adults. 
But introducing philosophy or thinking has had an impact on the adults in the school too. 
They keep questioning their assumptions about knowledge and leaming and what matters in 
their classrooms and this process has contributed to the development of the school as a 
leaming institution. Carol McGuiness (1999) has seen this phenomenon in other schools as 
part of a research report on thinking skills in schools. In her report she suggests that it be 
increasingly recognised that developing thinking skills has implications not only for pupils' 
thinking but also for teacher development and teacher thinking as well as for the ethos of 
schools as leaming communities. 
The Campaign for Leaming project finishes in the summer of 2002 and we have been 
concentrating on devising hypothèses that can be supported with available data in order to 
strengthen our argument that leaming to leam makes a positive impact on pupil attainment. 
The final project report is due to be published in 2003. 
Parents have been fully informed about the leaming to leam methods through Workshops and 
updates in our regulär newsletter. 
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The impact of our involvement with the Campaign for Learning 
Through the school's involvement with the Campaign for Learning we have explored various 
aspects of learning to learn, including preferred learning styles, multiple intelligences, brain-
friendly learning and accelerated learning. Staff have been given the opportunity to hear 
about thèse aspects of learning and try them out for themselves in their own classrooms, as 
mini action research based projects. They have then been enabled to share their learning 
about learning through their team meetings, staff meetings and inset days, therefore leading 
to further sharing of effective practices within the school. 
Whilst this has not influenced our curriculum design it has certainly influenced our 
curriculum delivery. It has definitely led to our curriculum being more learner-focused and 
participatory and hopefully therefore more relevant and effective. As Jerome Bruner (1996) 
puts it, a curriculum is arguably at its most effective when it is participatory, proactive, 
communal, collaborative and given over to constructing meanings rather than receiving them. 
West Grove was the only Campaign for Learning project school to implement a whole school 
learning to learn strategy. Other schools within the project chose to focus on one particular 
year group or one particular subject or introduced a curriculum slot called 'learning to learn'. 
I feel that by approaching the project in an holistic way, we have a better understanding of the 
learning processes and the complexities involved in applying thèse processes in a developing 
school. Being a part of this project has certainly contributed to the development of our 
school as an inclusive school. 
SUMMARY 
• Staff, through their own action research based projects, are more focused on the process 
of learning and its outcomes rather than the content of the curriculum. 
• Children are becoming confident in themselves as learners and more articulate about their 
own learning needs. 
• Through the regular school newsletter item on "Learning to Learn", parents are fully 
informed about the stratégies we are using and are developing their understanding of 
them through attendance at school-run workshops and feedback on the project at our 
Annual General Meeting. 
• Being part of the 'Learning to Learn' project has certainly accelerated our own learning 
about learning and as such has contributed much to our inclusive practices, for by 
understanding more about the learning process, staff can try to make it relevant to every 
individuai. 
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LEARNING FACÏLITATOR 
Why Lea m in g Facilitator and not Teacher? 
If I believe that learning happens everywhere and at ail times during the conscious state then 
it is being facilitated by many and varied individuals not just in school and just by teachers. 
The premise upon which the school is run can be viewed in the same way as an old African 
proverb that states: 
"It takes a whole village to educate a child." 
Children are learning from everyone around them and it would be presumptuous and 
unjustifîed to think that a teachïng qualification alone entitled an individuai to adopt that rôle. 
Indeed, the steepest learning curve for most individuals takes place long before they see a 
school or a teacher - in the first three years of life. At this stage, babies and toddlers are 
learning from their parents, siblings and wider family and community members. M y 
argument is why should this stop just because a child enters formai éducation? 
We ail need to be involved in educating our children, preferably in a co-ordinated way so as 
not to confuse the child, so it is vital to establish close partnerships and working relationships 
with parents and carers at the earUest oprx>rtunity. 
Working with Parents 
Why involve parents? Because, I believe that parents are the first and best teachers of their 
children, and because it has been proved through extensive research that parental 
involvement improves children's school performance and anything that does so should be 
given careful considération. Evidence has been gathering from the early 1970s that whatever 
the forni of involvement, the effect on children's school performance is positive, provided the 
involvement is well-planned, comprehensive, and long-lasting and serves to integrate the 
child's expériences at home and school (for example, Herman and Yeh, 1980 and Hewison, 
1982). Also, my own expérience as an educational visitor had confirmed for me that working 
closely with parents was beneficiai for children and their families. 
I, also, had another reason for working with parents. As the school was a completely new 
community without previous history or réputation, it was important for me to establish close 
relationships with our parents, particularly as most of them had not chosen to send their 
children to our school but had rather been allocated places there because the schools of their 
choice were full. It was vital, therefore, that I established early in our relationship with 
parents that I wanted them to be true partners in the educative process. I had to build their 
trust in us in order to overcome early feelings of hostility. I needed to show them that I was 
totally committed to doing the best for their individuai children, so time and effort has been 
put into establîshing thèse relationships and making time to learn from each other. 
Most of our families were coming to us without previous expérience of being a parent of a 
school-age child and therefore they did not know what they should expect from us or what 
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would be expected of them. A l i of the above factors made working closely with parents a big 
part of what the school would be about. 
Whilst in the early days of the school I was able to devote a lot of time to working with 
parents, as the school grew and my own comrnitments evolved, it became increasingly 
difficult for me to allocate the amount of time that I felt necessary. After seeking approvai 
from the governing body I appointed a Community Nursery Nurse to take on the role of 
home/school-relations development officer. I have asked her to run a full programme to 
establish close working relationships with our families, with a view to sharing our 
understandings about the learning process. 
At West Grove we begin the relationship with parents early, shortly after the birth of their 
child. The Community Nursery Nurse has established a baby massage class to enable parents 
(usually mothers) to bond with their baby through physical contact. The school paid for a 
member of our staff to attend a course to learn the technique of baby massage and she now 
runs a regulär group for parents and babies. This has proved to be very populär with our 
parents (and babies) and is now well attended. 
The member of staff opérâtes music and art sessions for babies and toddlers and these 
sessions are also well attended. Düring the sessions the member of staff models good 
activities that parents can carry on at home and insists that parents take an active role during 
the sessions so that the babies and toddlers get the most out of the activities. She can also 
talk informally to parents about any concerns or issues arising for them and they can ask for 
advice and offer support to each other. 
We have received some very positive comments from parents who attend these groups 
showing that they feel that they groups are worthwhile for themselves as well as their 
children: 
"AH the classes Adam attends at West Grove are a great source of fun, 
inspiration, learning and a chance for him to intera et with other children. We 
don't miss them if possible." 
"I found the idea of a group for parents very interesting as the skills needed to be 
a good parent are not formalty taught... As a first time mother it can be a bit 
daunting... It was interesting to learn about différent types of play and what we 
as parents should be encouraging our children to do... The groups offered at 
West Grove are a great help to me and it's great to see Ben's face when we 
approach the school gates." 
Every Friday afternoon she opérâtes a Toddlers Club that is very well attended. Parents and 
children can stay and play ali afternoon and at the end of the session borrow toys, games or 
activities to use at home. 
She also offers a support group for parents of pupils who have special educational needs. 
This has been particularly well received by these parents who have commented that they 
often feel isolated, as two parents have stated: 
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"I found the support group an eye opener to know that you are not alone and 
that other people can relate to you." 
"Fabulous idea to have a support group. Everyone has more or less the sarae 
problems. It's nice to know you are not alone." 
Whilst we began thèse sessions for parents with children already in the school, they are now 
opening up to other members of our local community. We are even beginning to receive 
referrals from the local Health Visitors who are aware of families in the local community 
who are in need of support. Thèse children may not go on to attend our school, but 
nevertheless the support we can provide is felt to be worthwhile by staff and govemors. 
This work with pre-school children and their families establishes a partnership in éducation 
right from the very beginning. Parents begin to trust that their own knowledge and 
judgements about their children are valid and their confidence in parenting grows. 
To enable us to access this knowledge from parents, our teachers and classroom assistants 
make home visits to ali the children before they enter our school for the first time. It gives 
the parent an opportunity to ask questions about the school in the comfort of their own 
environment and it gives the child an opportunity to see their 'teachers* working together 
with theîr parents. We ask parents to complete a 'Starting School' booklet (see Appendix 11) 
with the member of staff. This is an oprx)rtunity for handing over information about médical 
needs, etc. but also more social information about favourite toys and books, language used at 
home for personal routines like asking for the toilet and any spécifie words used to comfort 
the child i f they are upset, etc. Parents find this very reassuring that staffare taking a genuine 
interest in finding out about their child as an individuai rather than just as one in a class. 
The child is also asked to participate in the visit by completing their very first picture for 
school. Their picture is then displayed in their classroom before they begin school so that 
they have it as a référence on their first day. Staff can talk about the day they visited the 
child at home and remind them of the picture they drew for school on that day. This has 
more recently been extended by the use of a digital camera. A digital photograph is taken of 
the child in their home and displayed in the nursery - drawing an explicit link between home 
and school for the child. 
The dialogue with parents then continues as their child develops and moves through the 
school. Like any other school we offer formai opportunities to meet with the teacher to 
discuss individuai progress and we provide an annual written report of pupil progress for each 
child. But we also provide many other oprxtrtunities for parents to meet informally with 
teachers to discuss any areas of concern. 
Parents have twice daily contact with adults working with their child at the beginning and end 
of the school day as they deliver or collect their child from the classroom. They can pass 
relevant information or ask questions informally or staff can offer comments about any 
special events for the child during that day. 
As headteacher, I see it as part of my rôle to be available to parents and children throughout 
the day. I begin every morning at the school gate where I can greet every parent and child as 
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they arrive at school. I can make individuai comments about new haircuts, shoes, etc. I can 
inforni parents about things that have happened at school worthy of note - good work, eating 
ali their dinner, accidents in the playground, etc. This face-to-face contact I find invaluable. 
It makes me available to ali parents and can often 'nip things in the bud' before they become 
huge issues that require a formai appointaient. 
As well as daily gate duty, I operate an open-door polìcy so that pupils, parents (and staff) 
can come to my room at any time for a chat or to show me things or just to pass the time of 
day. If I ara not in my office I always ensure that I am contactable from the main office so 
that I can be available at ali times. I believe this to be more efficient and effective than 
operating a formai appointaient system. If people need to talk to you, they need to talk to you 
now, not tomorrow or the end of the week, often giving time for a small problem to become 
insurmountable. 
Parents nave often commented that staff at West Grove are accessible and approachable and 
that they have no difficulty in coming to any one of us with their problems or concerns. This 
is confîrmed by the 93% of parents who responded to the inclusion questionnaire that they 
would feel comfortable approaching the school with questions or a problem. 
Some parents can feel inadequate to support their child's learning, often not having any 
contact with mainstream éducation since their own schooling and this ofìen being a negative 
expérience. In order to support them to support their child we offer curriculum evenings that 
explain how we teach subjects at school and gives them ideas of how to continue with this 
learning at home. Whilst we offer these evenings on subjects we présent in a cross-curricular 
way, drawing links with the real world. The evenings follow the same format regardless of 
the subject under discussion. The parents have a short présentation about the content and the 
process of learning in that subject and then they have an opportunity to 'have a go' 
themselves at some of the activities available to their children. These evenings are always 
well attended and our parents are used to the format now so come prepared to have a go. 
Staff are available during these sessions to work alongside parents, describing the learning 
that they are doing or offering further suggestions for development at home. At the end of 
the evening parents go away with a short leaflet recording the main points, with a list of 
suggestions for activities - some of these are included in Appendix 12. 
Following the school's involvement with the Learning to Learn project, I felt that it was vital 
to keep parents fully informed about the work in which we were engaged because I did not 
want them to think that we were using their children as 'guinea pigs1. In order to keep them 
informed, I have held evening sessions on 'Learning to Learn' where I have explored 
preferred leajning styles with parents, getting them to reflect on their own preferred styles 
and those of their children and partners. This has been a fun activity to do but has raised 
some interesting discussion points where styles are contrasting. Parents have begun to 
understand the behaviour being displayed by their children (and partners) in a more positive 
light. They have seen that some behaviours merely reflect the préférences of the individuai 
and are not deliberately acted out to upset or annoy! 
To continue the developing understanding of 'Learning to Learn' for our parents, I have a 
section in our fortnightly newsletters, that I write, that highlights a given aspect, sometimes 
with fun activities to try out at home. Severa! parents have commented about mis item in the 
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newsletter, particularly in the issues where I was discussing the différences between the male 
and female brain. 
In our third year I offered a special session on understanding learning behaviour by 
discussing schema with parents. They were then invited to keep an observation diary of their 
child's play at home. Several took up this invitation and the resulting diaries provided 
fascinating reading. These parents would offen bring in their diaries to discuss with a 
member of staff who would confirm that they had observed similar behaviour at school. 
Together they would discuss the type of learning behaviour displayed and come up with 
activities to enable the child to explore and develop the behaviour further. 
Some of our parents also wish to support their child's learning during the school day. In 
order to make them a useful member of the classroom team, we offer a parent helper course 
that I run with my deputy. It opérâtes at two levels. Level one is a practical session that 
Covers child protection issues and handling conflict positively whilst learning to use school 
equipment such as a comb binder, laminator and paper strimmer. Level two is a more 
theoretical session, looking at multiple intelligences, how children learn and the role of the 
adult in modelling language and asking questions that move on children's thinking. A l l 
parents who wish to support in classrooms have to complete Level one but most of the 
parents have completed Level two also. In spring 2002 our list of trained parents was 
standing at over 80. 
Working with parents takes up a lot of time at school but I believe that it is time worth 
spending as the spin off for the children is having parents that widerstand them as learners 
and can therefore contribute effectively to that learning outside of school. 
Our work with parents contributes to the inclusive nature of the school because all parents 
have the opportunity to engage with the activities on offer, rather than in some schools where 
they operate a formal Parents or Friends Association and oniy a small group of parents 
become involved. We do not have a PTA, as I believe it can lead to exclusive practices. O w 
fund raising activities do involve all those parents (friends and families) who are able to give 
their support. In this way we get a wider variety of parents involving themselves in these 
activities. 
Parental comments taken from the comments box on the parents' questionnaire: 
"I can safely say I have been impressed with what ï have seen so far. The 
enthusiasm and commitment shown by ali the staff has been clearly visible and 
more importantry, fìltercd down to the children." 
"I particularly want to share my view with you that I support the Schemas 
method used and feel it has enabled me to better understand my son and play a 
key role in his learning development along side his teacher." 
"Bold, open, honest, forward thinking, flexible, individuai, learning through 
inclusion, learning through independence." 
"Parents input is valued a lot." 
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"School staff all care about the children and the children feci this." 
I do not wish to paint a 'rosy' picture of our work with parents. We, as all schools, have our 
share of dissatisfied customers, though these are in the minority. On the whole they are 
parents that have not attended the curriculum evenings or parent helper Workshops and who 
therefore have not had the opportunity to widerstand our methods of working. They think 
that school should be the more 'formai' setting that they remember from their own school 
days. We continue to work with these parents as far as we are able and if they remain 
unsatisfied with the levels of attainment achieved by their children, we will have further 
discussions about possible ways forward. On occasion this has led to parents withdrawing 
their children from the school. I do not see this as a failwe on ow part, but as a very positive 
step. Firstly, it removes a negative influence from the school and secondly, it reduces the 
time taken working with these parents, who are often very demanding. I am always able to 
fili the place with a child from our waiting list. This would appear to be a very arrogant 
attitude, enabling me to build a school of sycophants. I see it as a natwal conséquence of our 
innovative approach to éducation - not all parents will be able to subscribe to it and they 
should be entitled to find a school that they believe serves the best interests of their child. 
Staff 
Due to the changes in Initial Teacher Training, teachers are leaving university with very little, 
i f any, training in understanding the process of learning. They tend to be trained in subject 
delivery rather than in how to facilitate effective learning. This assumes that teachers are the 
holders of the knowledge and their rôle is to impart that knowledge to their pupils. This is 
contrary to my beliefs that children need to make their own understandings through 
exploration and expérimentation. When I interview for staff I am looking for learning 
facilitators rather than teachers. I want teachers who are interested in learning more about 
learning both for themselves and for their pupils. 
This makes staff sélection an interesting exercise for us. Very few applicants for posts at our 
school have the background to fit them perfectly for the post. In this process, previous 
expérience almost becomes irrelevant because we want staff to work in a différent way. So 
during their interview they must show ' a light in the eye and a fire in their belly'. Staffare 
appointed to West Grove i f they show a genuine interest in learning - both for themselves 
and for the pupils in their charge. At interview they have to speak with passion about their 
previous expériences and relate them to the post for which they are applying. Teaching staff 
are asked to make a présentation on a pre-given topic, but support staff are asked to relate 
their previous expérience and say how ît has made them the professional they are today. The 
sélection committee look for commitment to improving themselves fwther and a real desire 
to extend their own understanding of learning. This process has provided us with a very 
strong team of individuals who are totally committed to their work at West Grove. 
As part of their induction, staff are asked to spend at least one day with us before taking up 
post. They can begin to widerstand the routines of the establishment and get to know some 
names and faces; thereby enabling them to come more relaxed on their first day. They are 
also invited to meet their class and some of the parents before they take up post, again 
eliminating barriers before they begin. 
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On taking up their post, everyone is offered a mentor who is the person of first contact i f they 
have any queries. In reality, I do not remember an occasion where someone has asked for a 
mentor because everyone has always said that you can ask anyone here for anything and they 
will oblige. Perhaps this is a by-product of being a new school - all staff have been new at 
some recent stage in their working life here and therefore are probably more sympathetic than 
in some other schools where I have worked. 
I make a commitment to every member of staff that I will be available to meet with them on a 
termly basis, should they wish, for a Professional Development Interview. This gives staff an 
opportunity to reflect on their performance, their training needs and opportunities for further 
development, either personal or professional. I insist that all staff have at least one of these 
discussions every year, but most come for at least two and some come on a termly basis. 
Training is offered to all staff. Our policy on Staff Inset (see Appendix 13) states that its 
purpose it to support school improvement and should directly relate to raising pupil 
achievement. Training needs are identified as part of the induction process, performance 
management and school evaluation systems. Not all courses that staff attend are to support 
school development priorities, as we highly value staff entitlement to their own personal 
professional development. We also support staff financially where they are engaged in study 
for a nationally recognised qualification. 
Many of our staff are engaged in study leading to HND in Childcare, first Degrees or Masters 
Degrees in Education. They see themselves as lifelong learners and provide excellent role 
models for pupils in their care. They support each other through discussions about books 
read or research in which they are engaged and they are always willing to take learning risks 
and have a go, knowing that they will be supported. 
Their research projects, or reflections on their current working practices, enable them to 
develop as professionals and much of their thinking feeds forward into their work at school. I 
see evidence of this in their weekly planning sheets, their practice that I observe both 
formally and informally around school and from individual discussions with me in 
Professional Development Interviews. 
Another important aspect of our staffing policy, is the decision not to employ 'dinner ladies'. 
The Classroom Assistants cover the lunchtime playground duty and therefore it is possible to 
extend learning beyond the classroom and formal curriculum time. The Classroom Assistants 
have worked with one of the teachers on providing an interesting learning environment for 
the children at lunch-time and there is a programme of activities that is applied so that 
children are always engaged in a variety of activities. I have found that this reduces 
incidences of bad behaviour because it encourages children to work collaboratively. 
This policy of continuous care is also applied before and after school with our own staff 
running a Breakfast Club and an After School Club providing childcare. This service is paid 
for by the parents but is offered at a cost that is much lower than other traditional child care 
services available. Both clubs were established in response to parental requests and are well 
used by our community. 
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Children as learning facilita tors 
I believe that ail children need to be in a position to facilitate their own learning and we, as 
adults, have to make that possible for them. We need to make them as independent as 
possible. This independence can be seen physically, as in knowing where resources are kept 
in the classroom, how to use them appropriately and effectively and to take responsibility for 
their care and return to their kept position. 
But independence can also be a mental state. Children need to learn self-help skills. They 
need to know what to do when they don't know what to do. ï encourage staff to have thèse 
kinds of discussions with children regularly in order to keep them focused on the process of 
learning as well as the content of each lesson or activity. 
In order to be an effective learning facilitator, children need to be confident in themselves. 
This confidence develops through self-knowledge and a high self-esteem that is supported by 
other adults and children in the classroom. 
Children can also be effective learning facilitators for others. We use a lot of collaborative 
group work in our school where children are encouraged to think about their rôle within a 
group situation and give feedback to others on their contribution to the group. Unless we 
model group rôles for them and give them opportunities to use, develop and refine them then 
they will not know how to collaborate and co-operate effectively. 
Children reflect on their learning to be an effective learner and record their skill development 
on their PEPI sheet (see Appendix 7) or in their learning log (see Appendix 8). 
Using the wider community as learning facilitators 
We need to provide opportunities for children to learn from adults other than those that work 
in their school. They need to see the relevance of what they are learning at school to the real 
world and what better way than taking them into the real world to see it for themselves or by 
bringing the real world into school. 
We try to build in opportunities for visits or visitors to each of our topics so that the children 
are exposed to thèse kind of expériences. 
We work with local businesses, such as a local supermarket where children have visited 
behind the scènes to see how food arrives at the shop and what happens to it before it gets 
into their shopping baskets. The baker from the same supermarket also visited school to 
make bread with the children as part of our Harvest célébrations. Expériences like this make 
learning real. Children can hear about the skills and processes used by people in the real 
world and relate it to their own learning - thereby helping them see its relevance. 
We are also beginning to extend our community now through the use of technology. 
Children (and staff) have links to the Internet that they are encouraged to use as part of their 
research. 
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SUMMARY 
I think our basic philosophy of "the whole village to educate a child" is a significant factor in 
defining our school as inclusive. We share our developing knowledge and understanding 
about learning in our community in order that they can continue learning for themselves. 
• We try to include ail parents in the process of educating their child. 
• We see ail staff as having a valid contribution in the éducation of every child - it is not 
just a job for teachers. 
• We try to include the vvider community in our curriculum delivery. 
• Any policy décisions are based on what is appropriate for our pupils. 
• We ail see ourselves as learners. 
• We are developing a community of life-long learners. 
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ENVIRONMENT 
In this section I will be considering both the physical environment and the emotional 
environment and their impact on learning and teaching in an inclusive school. To me, this is 
one of the most crucial aspects I will be considering, for i f the individuai does not feel 
comfortable and at case within the learning environment then learning will be hindered. 
Having a brand new purpose built school is an obvious advantage to us in providing an 
environment conducive to effective learning. Our children have space as the school was built 
slightly larger than DfEE régulations to give us additional area to accommodate wheelchairs 
and additional adults in the classroom. The classrooms on the ground floor have easy access 
to the external environment so that this can be incorporated into the learning space provided. 
The rooms are light and airy with low Windows providing a link to the outside world. A l l of 
these factors contribute to the aesthetics of the environment but for the staff and myself an 
effective learning environment is so much more than these superficial éléments, however 
important they can be. 
We have had discussions on a regulär basis about what constitutes an effective learning 
environment, basing some of our ideas around our mini action research projects linked to the 
Campaign for Learning project, e.g. the use of music, availability of water, brain gym, etc. 
Staff are encouraged, as part of their weekly évaluation reports, to consider the effects of the 
environment on the learning in their classrooms and to discuss within their team meetings any 
changes that they wish to effect. Any changes are then monitored and reviewed before they 
are adopted as standard practice within the school. Using this action research approach has 
led to some consistency across the school, whilst not generating uniformity. Staff and pupils 
are enable to reflect on what works for them. 
Below, I consider the éléments of environment that staff and I have discussed. 
Physical Environment 
This can be further separated into the indoor and outdoor environments within the school 
itself and the environment surrounding the school that can be used to enhance and extend the 
curriculum. 
The physical environment should also take cognisance of internai physical requirements. 
Internai Physical Requirements 
We need to ensure that our learners are comfortable within themselves because they will not 
be able to learn if they are cold, hungry, thirsty, in need of fresh air, etc. These are ail 
important aspects to be considered and they are often sadly overlooked in schools. To try to 
overcome some of these conditions, we provide fruit and water in ail of our classrooms. 
They are available ali day and children can graze as they feel the need. Initially this was 
quite disruptive and children were visiting the grazing table rather too frequently, but as the 
novelty wore off, they began to use it more appropriately and they now will only graze i f they 
feel a real need. 
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Some children need to work in quiet and others need a background noise, so again we have 
tried to consider this. Most of our classes use music as a background as well as a stimulus for 
some aspects of work. But it has been decided that i f children find this distracting they can 
ask for the music to be turned off at any time or they can withdraw themselves to a quiet area 
outside of the classroom to complete their work. 
There must also be some time allocated for reflection, and whilst I want children to be active 
learners there must also be space and time available in the classroom for quieter times for as 
Hoyles(1989) says: 
"It is perhaps in silences that real 'learning' can take place." 
(Hoylesl989,pl23) 
I have also asked staff to consider the individuai and their learning cycles. As we know of 
ourselves, some of us are morning people and others prefer to bum the midnight oil. It is no 
différent for the children in our classes and we need to observe and discuss with the children 
the time when they feel they do their best learning. Teachers can then ensure across the week 
that they provide oprwrtunities for children to work at their optimal time. 
To reflect our school philosophy about a cross-curricular approach to the curriculum we 
operate an integrated day. This allows the children to follow their own interests and to be in 
control of their own learning (Rowland, 1984). It can serve as a motivational device by 
freeing children from the constraints of starting and finishing tasks according to 
organisational requirements, and by allowing them to follow their own pattern of learning. 
This reflects my belief in children as active, intrinsically motivated learners as the curriculum 
is open-ended based on children's interests and gives the children some responsibility for 
their own learning. An example of this was when School Council came with a concern about 
playtimes interfering with their learning. They wanted to know why we had to have set 
playtimes because they were often deeply engaged with their work and had to stop for 
playtime. This issue was discussed fully with the School Council and they came up with the 
idea that they could take a playtime whenever it fitted in with their work cycle. I then took 
this back to the staff who agreed to trial this for one terni. We are now well into our third 
year of not having set playtimes and it works very well. 
The strength of our approach is in considering the individuai learner. As I have stated 
elsewhere in this study, we make the learning fit the child and not the child fit the curriculum. 
This enables us to maximise learning, being able to tailor make it for the individuai. 
Indoor Environment 
Rollisson (1990) suggests that: 
"Children need opportunities to apply skills if they are to learn thoroughly. In 
order to apply skills effectively, children need an environment in which learning 
is irrésistible; one which provides the necessary motivation; one in which the 
process of learning is so cxciting that they recognise the need to acquire certain 
skills in order to participate fully in what is on offer." 
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She goes on to suggest that if this is to be achieved, organisation in the classroom needs: 
• Well organised and structured resources; 
• A system which children know how to opérate; 
• A range of supplementary activities; 
• Effective use of classroom space; 
• An established routine. 
(Rollison 1990, p.7) 
One of our key aims for the children is working towards independent learning and we must 
organise our environment to enable children to take on this independence. Staff within West 
Grove nave considered carefully all aspects of classroom organisation and management to 
maximise opportunities for children to develop independence - in some classrooms a banner 
is displayed with the maxim: 
"Picase don't help me to do anything that I can do for myself." 
This is a useful reminder for all the adults working within the classrooms for it is all too 
tempting to do things quickly for a child in order to save time or cut comers, but i f it 
undermines a key educational aim then it should be avoided at all costs. 
I have established a framework for classroom organisation whereby resources are stored so 
that children can have ready access to them for the task in hand and they are expected to tidy 
up after themselves and leave their classroom tidy and ready for work the next day. As they 
move up the school we show them how to use resources safely and efficiently, such as 
scissors, rulers, paper strirnmers, laminator, photocopier, etc. so that they can begin to take 
responsibility for mounting their own work, etc. This gives the child the skills in order to be 
independent but it also releases the teachers and classroom assistants from administrative and 
organisational tasks to make time for teaching and facilitating learning. 
One of the most important aspects of classroom organisation for independence is that 
children need to know what to do when they don't know what to do. They need to be 
'trained' to get support and advice from wherever they can, be it from peers, adults in the 
room, resources such as dictionaries, word lists, etc., from books within the classroom and 
the school library, the Internet, etc. They need to be encouraged to solve their own problems 
wherever possible in order to develop their independence and gain confidence from being 
independent. We are trying to adopt a solution-focused approach to thinking and problem 
soíving in school whereby one does not discuss a problem until one has at least two possible 
solutions. This is generating some creative thinking among pupils and staff. 
Outdoor Environment 
Having considered múltiple intelligences to be an important part of our work we must make 
provisión for individuáis who prefer to learn outdoors or through movement. The 
development of the outdoor learning environment therefore becomes crucial. 
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I have employée! an external consultant to work with us on the design of an external learning 
environment that will reflect our approach to learning. With her support we have devised an 
aim and objectives for what we wish to achieve through this project. 
Our aim is £to create a unique environment which enhances and extends the educational aims 
and vision of the school'. 
Our objectives are: 
• To maximise the value of the asset. 
• To redress as far as possible existing defects in design and condition in particular in 
relation to pedestrian safety. 
• To facilitate the development of complimentary 'out of school' provision for children, 
their families and the local community. 
• To create opportunities for income generation. 
• To enhance the wildlife value and bio-diversity of the environment. 
• To have due regard for maintenance implications and sustainability. 
From this aim and objectives she has designed, foliowing several discussions with staff and 
pupils, a 'discovery park' that we will be starting to build from Spring 2002. Tt is likely to be 
an extensive project as it is a complete redesign of the total external environment and as such 
will be costly, in the région of £80,000. Staffare very excited by the project and see it as an 
extension of the work we have been doing on curriculum design and delivery. 
Local Environment 
As we are preparing the children to be lifelong learners, it is important that they see the 
relevance of what they are learning to real life. Wherever possible, I encourage staff to try to 
incorporate visits to places of interest, this can be: 
• a walk round the local streets looking at door numbers, 
• a walk round the local streets looking at Street furniture, 
• a visit to a local business to see product management and production 
• a visit to a muséum or gallery, etc. 
• a visit to the local French restaurant to order breakfast using the French vocabulary that 
they have been learning. 
We also use people from the local environment to come into school to enrich curriculum 
expériences, wherever possible. This can be inviting nurses, police, fire personnel, the local 
baker, etc. to discuss their work and the skills that they use in their line of work. This enables 
the children to see the relevance of what they are learning. 
The Wider Environment 
As the school develops and the children grow their environment is extended beyond their 
locality. 
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I invite performers into the school to show their expertise and skills and staff take the 
children out to the théâtre and cinema and to local and national galleries and muséums. 
It is my longer-term plan to take them on residential trips as they become older and a day trip 
to France to enable them to use their French is being planned. 
Electronic links are also enabling us to engage with the wider world, through the Internet and 
the use of e-mail. 
Emotional Environment 
"Emotion plays a vital part in learning. It is in many ways the key to the brain's 
memory system. And the emotional content of any p res en ta ti o n can play a big 
part in how readily learners absorb informarión and ideas." 
(Dryden and Vos, 1994, p.351) 
I know frora my own experience how iow self-esteem affected my learning and it is therefore 
vital that we créate a supportive emotional environment for our pupils. They need to have a 
realistic self-image but at the same time we, as educators, must do everything to give them 
the confidence to 'have a go'. We know that learning from mistakes is a very positive thing 
to do and that no-one will think any the less of them for getting things wrong. Nothing 
breeds success like success, so we must créate opportunities for children to be successful but 
we must also help them understand what constitutes success and how to achieve it more 
consistently. If children know what success looks like and how to achieve it then they should 
achieve it more consistently, therefore reinforcing their self-esteem. In mis way a positive 
learning cycle can be fostered in classrooms. 
In our school we spend a lot of our time celebrating success. It is celebrated in classrooms 
through plenary sessions or circle times when children are asked to focus particularly on their 
achievements. It is celebrated across the school by displaying children's work for others to 
see and appreciate and I lead a weekly achievement assembly. During this assembly I discuss 
why the children were nominated for inclusión in our 'gold book' and it is often for things 
other than academic work, such as, positive attitudes towards others, effort, excellence in the 
arts or PE and occasionally behaviour. Children are awarded a special headteacher's sticker, 
not particularly as an extrinsic reward for their achievement but more as a reminder for 
others. Adults are encouraged to ask anyone wearing the sticker why it was awarded, thereby 
providing another opportunity for the child to discuss their positive achievement and receive 
praise from another individual. 
As part of our curriculum, based on the whole child, a lot of our work is developed from 
Personal, Social and Health Education so that children get the opportunity to discuss their 
feelings, attitudes, valúes, etc. By giving the children the vocabulary to discuss their 
emotions and opportunities to discuss their management of them, they can be expected to 
begin to take responsibility for their own behaviour. 
Following our discussions about our approach to discipline, we opérate a positive behaviour 
management system within the school based on our 'Golden Rules'. 
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At West Grove Primary School we respect each other. 
1. Do be gentle; don't hurt anyone. 
2. Do be kind; don't hurt other people's feelings. 
3. Do be honest; don't hide the truth. 
4. Do look after property; don't waste or damage it. 
5. Do listen well; don't interrupt. 
6. Do work hard; don't waste your time or others' time. 
Treat others as you would like to be treated. 
The golden rules are explained to everyone and a copy of the rules is provided for the parents 
so that they can be used outside of school too. We explaìn to the children that they are not 
school rules but rules for life. 
If the children keep the golden rules then as an entitlement, they have twenty minutes 'golden 
time' which is usually taken on a Friday. Children can choose what they do with their golden 
time. It can be a favourite activity within theîr own classroom or they can choose to visit 
another classroom to join activities mere or they can job shadow the site manager, deputy 
headteacher, office staff or headteacher. Job shadowing is probably the most popular choice 
of activity and children are given real tasks to complete alongside the person they have 
chosen to shadow. Staff have found golden time to be a great motivator and they very rarely 
have to remove golden minutes from children for the infringement of the golden rules. If 
they do have minutes taken away, they have the right to earn them back from the person who 
took them away - this system was implemented to enable the children to learn about 
forgiveness. 
What Ofsted said about our environment: 
"The newly built school provides very good facilities and a spacious environment 
in which pupils can learn." 
"Pupils are very well motivated to learn, concentrate well, and show good 
attentiveness in lessons." 
"Almost ail pupils show good levels of independence and initiative." 
"Relationships are strong and appropriate." 
"AH pupils are encouraged to become independent, show initiative, and accept 
responsi bili ty. This percolates ail aspects of school life." 
"This is a socially inclusive school." 
SUMMARY 
• A positive environment is crucial for effective learning. 
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Leamers need to be comfortable and confident in themselves and in their environment i f 
they are to learn effectively. 
Learners need to be able to function efficiently within the environment and be confident 
that their learning risks will be supported. This is as true for the adult learners in the 
school as it is for the pupils. 
By considering ail aspects of the child's needs, not just their cognitive development, the 
staff and I are creating an environment conducive to effective, and therefore, inclusive 
learning. 
Children are developing an understanding of themselves as individuals and as learners 
and are able to articulate their learning préférences with confidence. This helps them to 
build and maintain high self-esteem. Success leads to more success. 
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ASSESSMENT 
Background 
As I have put the child very firmly at the centre of our curriculum development then it should 
foltow that I will favour an assessment strategy that also reflects this approach. I believe that 
assessment should enhance learning opportunities for the children by making the teacher 
more aware of the individuaPs strengths and areas for development, so that this knowledge 
can influence future curriculum planning. 
Unfortunately, formative assessment was not part of the national agenda. By 1997, 
sumrnative assessment was the emphasis from national Government in England. Teacher 
assessment was even seen as a levelling of pupils at the end of each key stage rather than as 
an ongoing information gathering tool to assist planning. A group of académies, in 
opposition to this emphasis on sumrnative assessment, decided that they needed to prove that 
formative assessment was indeed a powerful tool. 
Paul Black and Dylan Wiliam, from King's College, University of London, were 
commissioned to find out whether or not formative assessment could be shown to raise levels 
of attainment. Through their research, that looked back at ail studies since 1988 that involved 
such aspects as sharing learning goals, pupils self-evaluation and feedback, they found that 
formative assessment stratégies do indeed raise standards of attainment, with a greater efifect 
for children of lower ability. 
From their study, Black and Wiliam produced a digest entitled "Inside the Black Box" 
(1998), where they bullet-pointed the conditions for success in the classroom. 
"The research indicates that improving learning through assessment dépends on 
five, deceptively simple, key factors: 
• The provision of effective feedback to pupils; 
• The active involvement of pupils in their own learning; 
• Adjusting teaching to take account of the results of assessment; 
• A récognition of the profound influence assessment has on the 
motivation and self-esteem of pupils, both of which are crucial 
influences on learning; 
• The need for pupils to be able to assess themselves and understand 
how to improve." (p.4) 
"This was further broken down to include: 
• Sharing learning goals with pupils; 
• ïnvolving pupils in self-assessment; 
• Providing feedback which leads to pupils recognising their next steps 
and how to take them; 
• Underpinncd by confidence that every student can improve." 
(p7) 
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"The inhibiting factors id en ti fi ed included: 
• A tendency for tea eh ers to assess quantity of work and présentation 
rather than the quality of Ica ming; 
• Greater attention given to marking and grading, much of it tending to 
lower the self-esteem of pupils, rather than to provide advice for 
improvement; 
• A strong emphasis on comparing pupils with each other which 
démoralises the less successful learner; 
• Teachers' feedback to pupils often serves managerial and social 
pur poses rather than helping them to learn more effectively." 
(Assessment Reform Group 1999, p.5) 
Black and Wiliam's findings complemented our work on curriculum development and 
delivery and again placed the child at the centre of the process of learning. I presented their 
findings to staff and we have tried to use them as an underpinning to our policy on 
assessment. As a staff we produced our assessment policy in the Spring Term 1999. Düring 
a staff meeting that I planned and led, I asked staff to begin by defining assessment for 
themselves to ensure that we were ali using the same terminology. They devised aims for 
assessment and discussed the various methods of assessment. Principles of assessment were 
agreed and we fìrmly stated our commitment to pupils being involved in the assessment 
process. Roles and responsibilities were clearly defined and a schedule of assessment 
opportunities was devised. The policy is included as Appendix 14. 
The process of generating this policy assisted us in the formulation of our practice. Staff and 
I were able to consider the forms of assessment that we were going to implement and the 
purposes for which the information gained would be used. This then led us into considering 
the marking policy that we were going to implement. 
We produced a marking policy to be used in conjunction with our assessment policy and 
following discussion with staff this was revised in the Autumn Term 2001, following an Inset 
led by Shirley Clarke that I attended. Shirley Clarke has been a leading authority on using 
formative assessment to enhance pupils' learning in primary classrooms. Her latest book, 
"Unlocking Formative Assessment" (2001) provides an excellent framework, starting with 
planning, sharing learning intentions with pupils, pupils self-evaluation, feedback, target 
setting, underpinned by the most vital aspect of her work, raising children's self-esteem. I 
used this book as a basis for a staff meeting where we reviewed our marking policy and we 
found that we were indeed undermining children's learning with our marking and comments. 
With our revision of the policy we have incorporated Clarke's work and are already 
beginning to see the benefits of this in the work children are producing. Clarke suggests that 
ail marking and feedback must be related to the stated learning intention that is shared with 
the children at the beginning of the lesson. Children should be involved in setting the success 
criteria and they should be used at the end of the lesson as part of the plenary. The success 
criteria should also give children helpful hints, whilst they are working, about what 
constitutes an effective piece of work. Feedback is always best given as the child works but 
distance marking has to be done by teachers, then she has suggested that every child should 
have three places where they have written the best aspects against the learning intention and 
one place where some improvement could be made. The child should be given time at the 
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start of the next lesson to make that improvement. In this way, the child sees that learning is 
a continuum and work can al way s be improved, but every child is having the same amount of 
positive feedback, thereby supporting high self-esteem for ali. Clarke calls this system 
'focused marking'. 
Clarke reports troni her research that "the impact of focused marking on children is: 
• Self-esteem increases as a result of child ren's more visible improvements. 
• Child ren like the system and are very motivated to make their improvement. 
• Children are eager to look at their marked work and enjoy looking back at 
previous comments. 
• In one class, every child carne in before school to do their 'closing the gap' 
improvements and talk about them. 
• Children's wrìting improves, as well as the quality of their orai comments 
about their work. 
• More able children are able to suggest 'closing the gap' comments. 
• Children find it more useful than previous marking. 
• Children kept looking up at the success criteria when they know work will be 
marked in this way. 
• Children make better connections between their work and the learning 
intention. 
• By focusing on one thing at a ti m e, children improve their répertoire of skills. 
The impact of focused marking on teachers is: 
• Teachers who have applied the marking system consistentiy, say that it is one 
of the most useful of the formative assessment stratégies in enabling the 
teacher to see tangible results of change and in providing évidence of 
improvement 
• The quality of the child's improvement dépends on the quality of the 'closing 
the gap' comment 
• There is a clearer purpose in marking, so teachers feel more confident and 
satisfied about spending rime on it 
• The strategy again focuses the teacher on the learning intention of the task. 
• Looking for the three highlights challenges teachers' knowledge of the 
learning intention and can lead to learning intentions being broken down or 
made clearer in planning sheets." 
(Clarke 2001, p.66-67) 
I asked staff to revise our marking stratégies document in order to adopt the best principles 
from Clarke's research. Our Marking Stratégies document appears as Appendix 15. 
Whilst it is early days in the implementation of this revised strategy, staff can see that it fits 
better than our previous strategy, which was summative in its nature - in that work was 
marked or commented on, and, generally not followed up by the child (or teacher). This 
could have led to some children seeing themselves as unsuccessful learners. Self esteem and 
belief in oneself as an effective learner plays such an important part in learning. 
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This formative assessment is demanding for teachers in that it involves careful observation 
and interprétation of children's responses and obviously takes more time than more 
traditional testing. But, 
"It will invariably provide the teacher with far greater insight into the children's 
understanding and the nature of their learning difficulties. Mo reo ver, it enables 
the teacher to become more skilled, professional^, in understanding how 
learning proceeds, in analysing what skills and understandings are implicit in 
particular tasks, and, consequently, in developing greater formative assessment 
skills. Thus formative assessment seeks to serve students interests by helping 
teachers teach more effectivery," 
(Denvir 1989, p.283) 
Dweck (1986) found a vast différence between positive and negative approaches to learning. 
She found that positive attitudes exist when children: 
• Believe that effort leads to success; 
• Accept that they have the ability to improve and learn; 
• Prefer and feel satisfied on completing challenging tasks. 
Negative attitudes, on the other hand, are manifested when children: 
• Believe that success is related to ability; 
• Enjoy doing better than others; 
• Evaluate themselves negatively when the task is too diffïcult. 
SUMMARY 
• Our revised strategy is inclusive in that ail children are given the same amount of positive 
feedback, always based on the stated learning intention and each of them is given one 
point for improvement which is acted upon. 
• It is understood by ali that everyone can improve, no matter how good their work is to 
start with. In this way no pupil is being excluded from extending their learning and 
improvement is made at the individuar s level of understanding. It is a positive approach 
to learning. 
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OTHER SIGNIFICANT FACTORS 
Düring the planning stage of this study, I believed that I had considered ali aspects relevant to 
my project, in terms of outcome. As the project has progressed and through my own 
reflections, it has become apparent that other factors have significance, they will be discussed 
below. 
Whilst they refer to aspects of the school that were considered as the school was being set up, 
they have progressed and developed during the time of this project. 
Inclusion of SEN pupils 
Whilst I spoke in the introduction about the school being developed as an inclusive school, I 
have given no space vWthin the study to the inclusion of special needs pupils as an issue. I 
feel that this is significant, reflecting the fact that I do not see them as children with special 
educational needs but see them as individuai learners within the school. In this way they are 
considered no differentîy to the other pupils. 
I have worked with my staff, particularly my SENco (Special Needs Co-ordinator), who also 
happens to be my deputy, on policy and as a resuit we have included children with complex 
and varied needs to the school. These include children with autism, Down's Syndrome, 
hearing impainnent, emotional and behaviour problems, physical deformities and dìsabilities 
that require médical attention. There are ethical considérations in becorning an inclusive 
school and we have to consider at length before we admit a child to our school. The 
underlying principle is that we must be able to meet their educational needs within a 
mainstream setting. This can mean that some children will not be admitted to the school 
because their educational needs require specialist teaching or support that is beyond our 
means to provide. Being an inclusive school does not mean that you admit anyone who 
wants to corne to your school. This is always difficult when meeting with parents to discuss 
their préférence for mainstream éducation but I have found that keeping the focus of the 
discussion on the child's educational needs has clarified the situation for ail. 
The number of pupils with Statemented SEN has risen since the school first opened. On 
opening, the school had one child with a statement of need, equal to 1.7% of the school 
population. In our current year of opération we now have eleven children who have a 
statement, equal to 4.4%. This is in comparison to the national average figure that stands at 
2%. These figures represent an increase in the number of pupils in our school with physical 
or médical needs and do not include any children who have an emotional or behavioural 
difficulty. 
Because of our approach to the curriculum, i.e. looking at the needs of each individuai, it has 
been possible to develop specific programmes for the SEN children as part of their 
curriculum entitlement without having to exclude them from any activities. For the staff it 
becomes an issue of differentiation for individuai learning needs rather than an SEN issue. 
In this way we can include our SEN children in ail aspects of school life through careful 
planning and considération of their individuai needs. 
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Our Ofsted inspectors reported that: 
"Pupils with all types of special educational nced achieve well. They make good 
progress in relation to their prior attainment due to careful planning by class 
teachers and the cióse support they receive from staff with special needs 
responsibilities and classroom assistants. The level of inclusión of pupils with 
special needs into work in lessons and all aspects of school life is very good. In 
most classes, those with recogniscd behavioural difficulties achieve particularly 
well due to teachers' high expectations of behaviour and good discipline." 
These children were admitted to our school, mainly without Statements of Special 
Educational Needs, in the first instance. This changed in autumn 2001, due to a change in the 
funding of support for Statemented Pupils from April 2002. The money for the support of 
Statemented Pupils was delegated to schools from April 2002, rather than being centrally 
managed as previously. Before April 2002 we were able to submit evidence to a 'panel' of 
independent people who would decide the level of support required by a child. The support 
would be provided by a centrally run service and the school would only have the day-to-day 
management of the Learning Support Staff. This enabled us to provide support for children 
without going through the Statementing process. Our L E A had been criticised in their Ofsted 
report for the number of children with Statements. 
With the delegation of these funds, it would have meant that we would not have been able to 
receive any further support or funds with which to provide that support for ourselves without 
Statementing our pupils. This policy led to the increase of Statements within our school. 
This policy can be reviewed from April 2003, when it is hoped that we will become a planned 
places centre for the L E A . This will give us additional funding to enable us to continué our 
inclusive practices by establishing a set number of places which will be funded. This will 
enable us to meet needs without necessarily having to have children statemented. 
The role of the Headteacher 
Whilst I cannot take solé responsibility for the setting up and running of the school, I do take 
solé responsibility for the frameworks within which we opérate. It was my visión for the 
school that the temporary Governing Body responded to positively at interview for the post of 
headteacher, henee my appointment. I have appointed all successive staff, mostly 
successfully. Where appointments have not been successful I have worked with that staff 
member on becoming a part of what we do or helping them to secure positions elsewhere. 
My management style has had an impact on how the staff have functioned within the school. 
I try to opérate a collegial style of management because I believe that it develops and extends 
the professionalism of staff. 
Williams and Blackstone (1983) suggest that: 
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"Any organisation which depends on high-level professional skills operates most 
efficiently if there is a substantíal mcasure of collegiality in its management 
procedures." 
(Williams and Blackstone 1983, p.94) 
It has been a vital part of the process of development of our school that all staff have felt 
some ownership and therefore commitment to its success. This was particularly r^rtinent to 
our curriculum development. For as Wallace (1988) says: 
"In essence, good curriculum management is seen as a process where all 
professional staff particípate actively in negotiating an agreed curriculum and 
contribute jointly to planning, implementing and evaluating its delivery 
(including evaluating and giving feedback upon each other's performance as 
managers and class teachers). Where this model is implemented, it is held to be 
a contributory factor in ensuríng that pupils receive a des i ra ble, consistent and 
progressive educational experience." 
(Wallace 1988, p.25) 
My role as headteacher has been to establish the visión, share it with all staff, governors and 
parents and ensure continuous improvement, through consistent monitoring and evaluation. I 
have developed a collegial approach to management finding it to be the most effective for me 
and my schools. Barth (1990) believes that a number of outcomes may be associated with 
collegiality: 
"Decisions tend to be better. Implementation of decisions is better. There is a 
high level of trust and morale among adults. Adult learning is energised and 
more likely to be sustained. There is even some evidence that motivation of 
students and their achievements rises, and evidence that when adults share and 
co-operate, students do the same." 
(Barth 1990, p.31)) 
Roland Barth also refers to the crucial role of headteachers in this process. He believes they 
should be seen as the head leamer (Barth, 1990, p-46) and emphasises the importance of their 
behaviour in connection with modelling and passing on implicit and explicit messages to 
pupils and staff. He believes that in this way the head sets a climate conducive to learning for 
both pupils and staff. 
I find that by being open in my management practices fosters an atmosphere of trust and 
confidence in individuáis and in the learning community as a whole. I truly believe that it is 
the way to get the best out of people. 
In Michael Fullan's latest book, "The New Meaning of Educational Change" (2002) he writes 
about successful principáis (headteachers). He found that the most successful principáis had: 
1. Inclusive, facilitative oríentation 
2. An institucional focus on student learning 
3. Eflícient management 
4. Combined pressure and support (Fullan 2002, p.142) 
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I like to think that I show all of thèse aspects in my daily work within the school. This is 
certainly reflected in the feedback that I receive from colleagues, parents, Ofsted and the 
profile that was created of me following a 360 degree appraisal as part of the Leadership 
Programme for Serving Headteachers, (see Appendix 16). 
I also maintain the position of 'lead learner' in the school and have encouraged the staff to 
become action researchers within their own classrooms in order to develop their practice 
further. By being 'lead learner' myself, I have been able to share my learning with staff, 
providing information from my reading and attendance at courses to stimulate debate or share 
my current tìiinking. I feel that this modelling of learning behaviour has had a significant 
influence within the school, both for staff and pupils. 
"To succeed in their full potential, teachers need to work in a school that is 
creative, enabling and flexible. The biggest influence is the head. Every teacher 
is a leader in their own classroom. Every head must be a leader of thèse leaders. 
And their greatest task is the motivation and deployment of their key resource, 
staff." 
(David Milliband, June 2002) 
Staffing Levels 
Visitors to the school always comment about the number of adults in each classroom and I 
always respond that we do ail that we can to maintain high adult: pupil ratios as I truly 
believe that appropriate and timely adult intervention is what makes the différence between 
active children and active children learning. 
Govemors have therefore made Staffing a priority when budget setting and I always ensure 
that I have a rninimum of two full-time équivalent adults in every classroom. This is then 
supplemented by one-to-one support for children with special educational needs, traînée 
teachers or nursery nurses, work expérience students or trained parent or govemor helpers. 
On some occasions, I can have as many as five or six adults working within a class of up to 
30 children. 
This high adult: pupil ratio enables us to respond to individuai needs more easily than i f one 
adult is trying to respond to the needs of a class of thirty individuals. 
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STANDARDS 
West Grove, as an inclusive school is going to be measured, by some in the public arena, 
against other schools in terms of its league table position. This increased focus on measuring 
success only in terms of académie performance has had an inhibiting effect on moves towards 
increased inclusive practice (Booth, Ainscow and Dyson 1997, Rose 1998). It is an issue 
which need to be addressed at national level i f inclusion ìs to become standard practice in 
more schools. 
I believe that standards should be considered in the broadest sense. The problem is that 
standards other than pupil and cohort attainment against nationally set objectives are very 
difficult to measure. Wc, as a new school, without SATs history, etc., are reliant mainly on 
anecdotal évidence and/or subjective reporting. These are not easy to report on in the public 
arena. So we are in danger of only valuing what is worth measuring, rather than trying to 
find Systems that measure what we value. 
Historically, the standards debate has done little to support my broader view about what is 
important about a school. In society, standards can mean levels of performance on a test, and 
in the widest sense, standards can encompass notions of social and moral behaviour and 
discipline as well as educational attainment. The two have become inextricably linked over 
time and éducation bears the brunt of society's anger for falling standards. 
Background 
In an effort to improve standards, the government introduced benchmark assessment to 
follow up their concern in the White Paper for the définition of levels of attainment (DES, 
1985a, p.26). This followed the officiai concern about standards in the Green Paper 
published in 1977. This was based on the public conception that educational standards were 
in decline following the introduction of 'progressive forms of éducation'. Even though 
following HMI reports disproved this misconception, there was little impact on public, and 
government, perception. 
The Secretary of State, in his statement to the Select Committee in April 1987, gave raising 
standards as the main generalised justification for the introduction of the National 
Curriculum. He stressed especially the rôle of attainment targets, which would identify what 
pupils should 'normally be able to know, widerstand and be able to do' at or around the âges 
of7and 11. 
The 1988 Education Reform Act therefore puts schools within a narrow framework within 
which schools are held accountable. The relative success of schools is largely determined by 
factors over which they have no control, e.g. social factors within their 'catchment area'. 
TGAT, Task Group on Assessment and Testing recommended that the basis of the national 
assessment system should be essentially formative, but designed also to indicate where there 
was a need for more detailed diagnostic assessment. It was only at âge 16 that they suggested 
that it should incorporate assessment with summative functions. This advice was not taken 
on board and national testing Systems were put into place for 7,11 and 14 year olds. 
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The introduction of SATs has led to the narrowing of the curriculum and in some schools 
teaching towards the tests. 
"Evidence from QCA monitoring indicates that national testing of 11 year olds 
has changed the way nearry eight out of ten prìmary schools pian their 
curriculum. Out of 400 schools surveyed, the majority reported that national 
testing had changed their focus of curriculum delivery. Almost one in four 
primary schools said they 'taught to the tests' while fewer than half said it was 
possible to cover the curriculum satisfactorily in the teaching time allowed." 
(National Advisory Committee on Creative and Cultural 
Education 2001, p. 109)) 
Even though West Grove is an inclusive school, we will stili be measured against ali other 
schools in the league tables. We receive our P A N D A every autumn and are benchmarked 
against other schools, both locally and nationally on SATs results, attendance, etc. Whilst the 
P A N D A does contain some contextual data, it is stili a crude instrument that places schools in 
direct compétition with each other. 
Whilst being at the top of the league tables is not a main priority for us as a staff or 
Governing Body, we must be realistic and understand that parents will use the league tables, 
in part, to measure the success of our school. This could have a long-term impact on 
numbers of applications for admission to the school, though currently we are finding that we 
are heavily oversubscribed each year. Reasons given by parents for choosing West Grove as 
the school for their children include: 
"It is very understanding and accepts children with disabilities and treats them 
ali the same and not any différent." 
"Child centred policy helps her to develop according to her own needs -
encouraging autonomy as opposed to compliance." 
"The staffare ali kind, caring and enthusiastic, and they are genuinely interested 
in the children. Their positive outlook rubs off on the children so that they feel 
happy and well motivated to learn as well. The head has a strong sense of 
direction for the school and has ali the rìght priorìties. She recognises the vanity 
of league tables and focuses on what is right for the children. AH the children 
are valued for themselves." 
"It offers better ali round éducation in a non-regimental fashion. It serves to 
improve my child's life chances." 
"Because of its progressive approach to teaching the curriculum. It is interested 
in developing a child as a whole. It is a very caring school." 
"Good local réputation, excellent facilities - very impressed when attended 
school visit prior to choosing. Impressive head with clear educational philosophy 
that makes a lot of sense who seemed to instil high morale amongst staff - fizzing 
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with energy, ideas, commit ment to children, etc. We had no doubt our children's 
educational welfare would be in safe hands." 
"My bea Ith visitor recommended it to me. I have found West Grove to be 
friendly, supporti ve and professional. Above all, my son absolutely loves school. 
I can't ask for more than that." 
Parents would appear to be more than satisfied with the quality of éducation we offer and 
their comments show that they have a good understanding of the philosophy that underpins 
the work of the school. The above comments also highlight several points that can be taken 
and used as quality benchmarks in discussions we have as staff and governors about 
standards. 
When first showing parents around the school prior to admission, I make it clear to them 
what kind of school we are and that they will need to subscribe to our philosophy i f their 
child is to do well here. The parents therefore have an expectation that whilst we may not be 
at the top of the league tables when we appear in them in 2005, we will always do the very 
best we can for their child. 
The comment about standards troni our Ofsted report (March 2001), States that: 
"Pupils are very well motivated and show high levels of independence and 
willingness to learn. They attain typical or better standards for their age in 
most subjects and the proportion of seven-year-olds on course to attain the 
expected level in the forthComing national tests is broadly average in English 
and mathematics." 
They went on to report on the aspects of the school, where we did very well, being graded as 
good or very good in most catégories. The one aspect where we had not been graded as at 
least satisfactory was in attendance. This was graded as well below average. This was 
reported to parents as being something over which they had ultimate control and attendance 
has since improved. Two other catégories where we were deemed to be only satisfactory 
were how well the governors fulfilled their responsibilities and the strategie use of resources. 
This was due mainly to the fact that it was a new governing body and they were still 
developing their rôle and we were in receipt of budget protection because of the size of our 
school population versus the size of our school building. This situation will become naturally 
redressed as the school population grows. 
These factors being taken into account the outeomes of the Ofsted inspection were very 
pleasing given that the school had only been open for two and a half years and that over 50% 
of the staff were new to the school that académie year. 
Aspect Comment 
Attitudes to the school Very good 
Behaviour, in and out of classrooms Good overall 
Personal development and relationships Very good 
Attendance Well below average 
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Lessons seen overall Good 
The quality and range of the curriculum Good overall 
Provisión for pupils with special educational 
needs 
Good, with excellent provision for pupils with 
statements 
Provisión for pupils with English as an 
additional language 
Good 
Provisión for pupils' personal, including 
spiritual, moral, social and cultural development 
Very good 
How well the school cares for its pupils Very good 
Leadership and management by the headteacher 
and other key staff 
Good 
How well the governors fulfil their 
responsibilities 
Satisfactory 
The school's evaluation of its performance Good overall 
The strategic use of resources Satisfactory 
Standards of Attain ment 
In order to make any sensé of standards at age 7 and eventually as the school grows at age 11, 
it is necessary to look at the data in a 'value-added* framework. The only way to do this, 
currently, is by looking at cohort profiles on entry to the reception classes (Baseline 
Assessment) and comparing that three years later with the cohort profile at Year 2 SATs. 
This is not a totally satisfactory process given that pupil mobility, etc. cannot be taken into 
account. 
For example, our first cohort profile at reception age showed the class of 30 pupils 
"entered that year with ty pical or better levéis of knowledge for their age. Few 
of them exceeded the typical level in reading and writing when aged four but 
about two thirds did so in mathematics." 
(Ofsted report, March 2001) 
Compare this profile at reception with the outcomes of our first SATs results in summer 
2001. 
SCHOOL DATA Percenta ge at each level 
W 1 2C 2B 2A 3 4+ 
Reading Task 0 23 3 33 30 
Reading Compréhension 
Test 
7 37 23 10 
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Writing 0 13 17 50 10 10 
Spelling 50 
Maths 0 17 30 33 10 10 
The SATs results for that cohort show that compared to average National Data from the 
previous year we can see that we were below average in reading, maths and spelling and 
above average in writing. 
NATIONAL DATA Percenta SC at each level 
W 1 2C 2B 2A 3 4+ 
Reading Task 3 13 16 21 19 
Reading Compréhension 
Test 
16 21 17 28 
Writing 5 10 28 30 18 9 
Spelling 50 22 
Maths 2 7 17 23 25 25 
On looking more closely at this data and feeling a little disappointed with the results, I began 
to look at the context of the class. I saw that we had had a large turnover of pupils, with 9 out 
of 30 pupils being new to the school within 6 months of taking the SATs (56% of whom 
spoke English as an additional language); and 16 out of 30 were surnmer born children (born 
between April and August). The context gave some explanation for what otherwise could 
have been a disappointment with the attainment levéis. But rather than accept this as reasons 
for the results I decided to do further analysis. 
On examining individual children's attained levéis against their predicted levéis from their 
Baseline Assessment scores, I saw a very différent picture, with 100% of the original 21 
pupils achieving or over-achieving at their predicted levéis. 
This can look like excuses as to why the children did not reach the national average. But, 
realistically, it shows that data cannot be taken in isolation - there are too many variables. It 
became obvious to me that I needed to be able to track individuai progress. Whilst this can 
be done with paper records, it was a cumbersome task. I, with my Office Manager, 
researched other possibilities. We became aware of a product called Assessment Manager, 
which appeared to fulfil all of our requirements. The programme was bought and installed 
and she and I input all the data necessary, which was time consuming in the first instance. 
The programme enables me to track every individuales progress but also allows me to 
interrogate the data. The programme can also be used to make prédictions about future 
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attainment based on previous attainment. I can now make prédictions on likely SATS scores 
for cohorts of pupils based on their baseline assessment data. 
For our second cohort of pupils, I am already beginning to see a very différent picture. 
Computer prédictions for our second cohort's SATS results showed that 91% should achieve 
Level 2 or above at KS1, with 18% expected to achieve Level 3. 
This computer programme is obviously quite a crude instrument and I was expecting more 
children to achieve at Level 3 than it predicted. The actual results for our 2002 cohort below, 
show that they did in fact achieve roughly in line with predicted levels at level 2 and above, 
with 87% in reading, 91% in writing and 98% in maths. The achievement at level 3 was 
almost twice that predicted in maths, with reading being well over the expected level. The 
performance in writing was nearer the expected level with 15% at level 3. Thèse results 
become more impressive when we start to look at other factors, 33% mobility within the 
cohort and 51% are summer born. 
SCHOOL DATA Percenta ;e at each level 
W 1 2C 2B 2A 3 4+ 
Reading Task 0 13 25 15 15 
Reading Compréhension 
Test 
25 21 10 31 
Writing 4 6 31 35 10 15 
Spelling 33 27 
Maths 0 2 13 25 25 35 
The computer prédictions for our third cohort show that 100% are expected to achieve at 
Level 2 or above. This, of course, will be dépendent on ail factors remaining the same. If the 
actual results deviate from this prédiction, the programme can be used to provide évidence of 
individuai pupil achievement, thereby giving us some possible reasons for the fluctuation. 
In talking to staff about what they believe has contributed to this predicted improvement in 
attainment and standards, they have come up with the following possibilities: 
• More consistent teaching through 'Learning to Learn' méthodologies 
• Better curriculum planning through preferred learning styles 
• Better tracking of individuai pupil attainment and intervention for pupils who are 
perceived to be under-achieving 
• More confidence of teachers as they sertie into West Grove ways 
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It is not possible to quantify any of the above, but I, with staff, share the belief that all of 
thèse factors have had a signifïcant impact on results. 
This upward trend may not be sustainable. I believe that every cohort must be looked at 
closely. Some cohort profiles will be signifïcantly higher than others on entry to the school. 
Some will make signifïcantly better progress than others due to many and varied factors. 
This, of course, looks only at standards of attainment in National Curriculum terms. We, as a 
staff and governing body, believe that standards in other aspects are just as, i f not more, 
significant. We know that we have high levels of motivation in the school, both for pupils 
and for staff. We know that we have low instances of poor behaviour in the school. We 
know that relationships are of a particularly high quality, between adults and adults, pupils 
and adults and pupils and pupils. These are much more difficult to quantify but we know 
through what parents and pupils say and through our own expérience of working in the 
school and being aware of other schools. 
My rôle as Headteacher, with the support of the Governing Body, is to ensure that the quality 
of learning expériences withïn the school remains consistently high and that we continue to 
interrogate the outcomes of those expériences to ensure quality for ail of our pupils. 
SUMMARY 
• The methods of learning in the school appear to show (improving) levels of académie 
attainment that are at least in line with national averages, and in some cases exceed 
national averages, despite some of the contextual issues which have been shown to affect 
académie achievement. 
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CHAPTER 5 
SUMMARY OF PROJECT FINDINGS 
Findings from the questionnaires 
The feedback received from the questionnaires sent out to staff, parents and pupils in Years 2 
and 3 (see Appendix 5) have proved to be very enlightening. In the main they have 
confirmed my feelings about the inclusive nature of our school. 
180 parent questionnaires were sent out and 41 were retumed (23%). Whilst I was a little 
disappointed by the percentage of replies I was aware that parents had already filled in two 
questionnaires that académie year - one for the purpose of monitoring by the governing body 
and one for Ofsted before our inspection. I will refer to thèse returns later as part of the 
triangulation of évidence. The results from the parents' questionnaires are as follows: 
FEEDBACK FROM PARENTS 
Agrée % Don't 
Know % 
Don't 
Agrée % 
1 I think West Grove is an inclusive school. 95 5 
2 A i l children are treated as individuals. 97.5 2.5 
3 A i l families are valued regardless of their 
background. 95 5 
4 Staff encourage ail children to do their best, not 
just the most able. 95 5 
5 Before changes are made at the school, parents 
are asked for their views. 52.5 32.5 15 
6 The regular newsletter keeps me informed about 
the work of the school. 95 2.5 2.5 
7 The school provides me with clear information 
about how to help my child at home. 80 5 15 
8 My child(ren) join in with clubs and other 
activities taking part at lunchtime or after school. 82.5 10 7.5 
9 I think the school keeps me well informed about 
how my child is doing. 87.5 7.5 5 
10 If I am concerned about my child's progress, I 
know who to talk to. 97.5 2.5 
Extracts from the comments box on the parents' questionnaires have been used throughout 
the study. 
Because of the low return to this questionnaire, it becomes less reliable and I must be 
tentative in my interprétation of this data Nevertheless, this questionnaire shows me that the 
parents who responded generally think very highly about the school. They agrée that 
children are valued as individuals and that there is a twò-way interaction between staff and 
themselves on everything that concerns the pupils. The results on question 5 surprised.me as 
I felt that we consulted parents endlessly on issues to do with the school so I checked this out 
with parent govemors. They responded that they felt there were some décisions that should 
103 
rest with the staff, particularly the headteacher and that parents should not always be 
consulted about issues of policy. 
The fïndings firom the Ofsted parents' questionnaire that was completed as part of our 
inspection in March 2001 are as follows: 
Strongly 
agrée 
Tend to 
agrée 
Tend to 
disagree 
Strongry 
disagree 
Don't 
know 
My child likes school 81 17 1 0 1 
My child is making good 
progress in school 60 35 3 0 2 
Behaviour in the school is 
good 55 37 4 1 3 
My child gets the right 
amount of work to do at 
home 26 35 16 10 13 
The teaching is good 67 26 2 0 5 
1 am kept well informed 
about how my child is 
getting on 54 34 7 2 3 
I would feel comfortable 
about approaching the 
school with questions or a 
problem 70 23 4 2 1 
The school expects my 
child to work hard and 
achieve his or her best 56 30 4 0 10 
The school works closely 
with parents 66 24 6 2 2 
The school is well led and 
managed 71 25 2 1 1 
The school is helping my 
child become mature and 
responsible 68 27 1 1 3 
The school provides an 
interesting range of 
activities outside lessons 65 17 3 0 15 
There was a 55.7% return on this questionnaire. This is in comparison to other local schools 
that ranged from 19.8% to 42%. I take this to mean that our parents are more abîe to 
participate and have their say about the work of the school and wanted to support the school 
during its Ofsted inspection. This was confirmed by the inspectors in their final report where 
they said: 
"Partnership with parents is very good...Parental help in school is positivery 
encouraged..." 
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The results of the questionnaire give a very positive picture of parental feelings about the 
school. With the percentage of strongly agrées and tend to agrées falling within the 61% -
98% range, with a mean average of 89.1 %. This compares with other schools locally whose 
parental responses fall mainly within the following ranges: 78% - 99% (mean average 91% 
on a return of 42%); 73% -96% (mean average of 87% on a return of 37%) and 64% - 94% 
(mean average of 82%). 
The third questionnaire which governors have decided will be distributed to parents every 
two years to ascertain customer satisfaction was last issued in Spring 2001. 
S.A. = STRONGLY A G R E E A = A G R E E D = D1SAGREE S.D. = STRONGLY 
DISAGREE D . K . - D O N ' T K N O W 
S.A. A . D. S.D. D.K. 
1 The school has high expectations of staff 
and pupils 61 37 2 
2 The school is a safe place 29 66 5 
3 Standards are high in most areas 56 41 2 
4 Pupils and teachers respect one another 
which helps to create a good working 
atmosphere 80 17 2 
5 Visitors are made to feel welcome in the 
school 76 20 5 
6 The school is well thought of in the locai 
community 29 44 27 
7 If l have a concem about the school, T know 
that someone appropriate will listen to me 71 27 2 
8 There is no evidence of vandalism and 
graffiti around the school 80 20 
9 Pupils are generally well behaved and well 
mannered 51 49 
10 When change is needed and agreed, the 
school is willing to adapt the way it does 
things 37 41 22 
11 There is a broad and varied curriculum 
catering for a wide range of needs 59 34 7 
12 Pupils get help and support to do their best 
when they need it 51 41 7 
13 There is good leadership 73 22 5 
14 The school is outward looking and 
contributed to activities in the locai 
community 49 32 20 
15 The school actively encourages the 
involvement of governors, parents and other 
people in its work 59 37 5 
16 A l i pupils are encouraged to reach their 
maximum potenti al 51 41 7 
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17 Most pupils have a positive attitude to the 
school and want to do well 
56 34 10 
18 Most staff are very committed to the work of 
the school and want pupils to achieve high 
standards 73 27 
19 The school is well organised 61 39 
20 I get ail the information that 1 need to help 
me support the work of the school. 59 39 2 
A copy of the questionnaire was sent to ail families on roll (approximately 90) and 44 were 
returned (48%). 
As you can see from the replies to this questionnaire, the only négative feedback was on the 
last question and that was 2% saying that they did not receive ail the information they need to 
help them support the work of the school and that equals 1 respondent. On the whole a very 
positive picture. 
Taking the overall picture from the three questionnaires that were administered within a very 
short time span, I conclude that the majority of parents are satisfied with the work of the 
school, the progress their children are making and their contribution towards this. 
FEEDBACK FROM PUPILS 
Agrée Don't 
Know 
Don't 
Agrée 
Sometimes my class is divided into groups for work. 99 1 
Sometimes I do work in pairs with a friend. 93 2 5 
I help my friends with their work when they get 
stuck. 
83 5 12 
My friends help me with my work if I get stuck. 83.5 1 15.5 
My work is put on the walls for other people to see. 84 11 5 
My teacher likes to listen to my ideas. 94.5 3.5 2 
My teacher likes to help me with my work. 91 7 2 
I think our classroom rules are fair. 98 2 
Some of the children in my class cali others by 
unkind names. 
67 6 27 
Sometimes I am bullied at school. 54 6 40 
When I feel unhappy at school there is always an 
adult to look after me. 
95.5 3.5 1 
When children in my class quarrel, an adult helps us 
to sort it out fairly. 
90 5 5 
Sometimes my teacher lets me choose what work to 
do. 
78.5 6 15.5 
I feel pleased with myself when I've done a good 
piece of work. 
97 1 2 
When I have homework I usually understand what I 
have to do. 
85 8 7 
My teacher likes me to tell her what I do at home. 80 6 14 
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My family thinks that West Grove is a good school. 96.5 3.5 
I think that West Grove is a good school. 100 
I like coming to school. 97 2 1 
I think I am doing well at school. 95.5 3.5 1 
AU pupils in Years 2 and 3 chose to participate in the completion of the questionnaires - this 
was 84 children in total, (30 in Year 3 and 54 in Year 2). 
I also analysed these results in terms of male and female responses and Year 2 and 3 
responses to see i f there were any significant differences. I found that there was no 
significant different in the responses from the two year groups and from boys and girls. 
Having had 100% return on this questionnaire, I can confidently say that pupils feel that there 
is excellent interaction between themselves and the staff and that pupils feel valued within the 
school. I was concerned about the responses to the questions about name calling and bullying 
so I pursued this with small groups of pupils. They said there was some bullying in the 
school but that they felt confident that it was always dealt with i f reported to an adult. 
F E E D B A C K F R O M S T A F F 
Agree Don't 
Know 
Don't 
Agree 
I think West Grove is an inclusive school. 100 
There is a partnership between staff and parents / 
carers. 100 
Staff and pupils are treated as individuals. 100 
The school seeks to admit all students from its 
locality. 81.25 18.75 
A l l pupils new to the school are helped to feel 
settled. 93.75 6.25 
Pupils are actively involved in their own learning. 100 
Pupils learn collaboratively. 100 
Assessment encourages the achievements of all 
pupils. 100 
Classroom discipline is based on mutual respect. 93.75 6.25 
Staffare concerned to support the learning and 
participation of all pupils. 100 
A i l staff, teaching and support, were offered the opportunity to respond (20 staff in ail at that 
time). AU questionnaires that were taken by staff were completed and returned. 17 
questionnaires were returned, an 85% return. 
As you can see, the responses from staff are extremely positive about the inclusive nature of 
our school. 
I also asked staff to write what they felt the three most significant factors that contributed to 
the 'West Grove Way' were. Their responses included only positive comments that covered 
issues around the strength of relationships within the school, the school ethos, meeting 
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individuai pupil needs, attitudes to learning and the learners, the philosophy and pedagogy 
underpinning our work and team work among staff. No negative comments were recorded. 
The comments can be read in full in Appendix 17. 
Following thèse very positive and consistent responses on the questionnaires, I decided that I 
would not interview staff as I did not believe that I would gain any further insight of their 
understanding of our school as an inclusive school, particularly as they have been the people 
who have implemented the policies and developed their practices to be more inclusive. I 
inferred frora their questionnaire responses that they were committed to their continuing 
professional development and further school improvement based on the learning outcomes of 
our action research projects. 
PROJECT FINDINGS 
The findings have come from the outcomes of the project itself and my reflections on the 
process of the development of our school. I am aware that they are subjective and reflect my 
own beliefs about the true purposes of éducation, i.e. to prepare all pupils for an unknown 
future by giving them relatable skills and practice in using those skills. But I believe that the 
évidence from others cited throughout the study provide it with some wider credibility. 
I am also aware that it is the story of the development of one school and as such may not 
appear, at first, to have practical implications for other institutions. However, having 
considered all of the éléments that contribute to our school's inclusive nature, I believe that 
other schools can use this as a tempiale for their own reflections as they move towards being 
more inclusive. 
The outcomes are m any and varied and are presented below in no particular order of 
importance as I believe that it is the interconnectedness of the processes within our school 
that contribute most to its inclusiveness. 
The first main outcome from the project would seem to be an obvious one and that is: 
1. Inclusive éducation can work for ail pupils 
From the tracking we do of individuai pupil progress we can show that every child is 
making progress inline with national expectation, i.e. two-thirds of a level each académie 
year on average and some children are making progress above this expectation. This is 
reflected in the SATs scores compared to the SATs prédictions from baseline assessment 
data. 
Ofsted comments praise the inclusion of children with special needs or English as an 
additional language and state that they make good progress within the school. 
Most of our children can speak with confidence about their learning needs and have a 
developing understanding of themselves as effective learners. I believe that this is an 
outcome of our development of an inclusive curriculum and inclusive methods of 
delivery. 
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2. Inclusive éducation is motivating for teachers 
We have no problem recruiting staff for the school despite the current recruitment crisis 
in some other local schools, in fact we otten have three or four times the number of 
applications than we have vacancies. 
Staff comments throughout the study reflect their total commitment to developing their 
inclusive practices and show that they find working in the school rewarding and 
stimulating. 
3. Inclusive éducation enables parents to support their children as le a rn ers 
Comments from parents used throughout the study show that they have a good 
understanding of the 'West Grave Way' and have seen benefits for their children. 
The number of parents who attend our curriculum evenings and have given up their time 
to become trained parent helpers in the school shows that they are willing participants in 
the process of extending learning beyond the classroom for their children. 
4. West Grove is considered by others to be an inclusive school 
Staff, parents, Ofsted and the L E A consider us to be an inclusive school and our 
réputation for such is growing across the L E A . We are being held up by L E A officers 
and advisers as an example of effective practice and local schools are attending training 
where I have been leading sessions or have been visiting the school to see our practice for 
themselves. 
5. Others across the country are interested in our practice 
We have been case-studied in an article in the Education Guardian (March 2000) and 
reported on the Campaign for Learning website and in their project reports. This has led 
to éducation professionals from across the country contacting us and visiting us to find 
out more about our practices. 
6. West Grove is a unique organisation 
Reflecting on the kind of school we have become, I can see that we are very différent to 
other schools. I believe that the différence lies in our total commitment to meeting 
individuai needs and that we do not take inclusion for granted. We are continually 
monitoring and evaluating the progress that each pupil makes and taking practical steps in 
the classroom and beyond to meet their needs effectively. 
The governing body and I have acted as 'gatekeepers' to the school, deciding together what 
national and local policies are relevant for the needs of our pupils and which are not. Those 
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that we have believed to be relevant we have made our own and those that are irrelevant have 
been rejected, despite external pressures from bodies such as Ofsted. 
For me though, I think that the most important outcome of the project is that we are stili 
developing our practice and learning more about being inclusive every day. Not one of us 
within the school sees ourself as the 'expert' on inclusive éducation and the only thing that I 
am totally convinced about is that we need to go on developing our practice further. I believe 
that we will never have a definitive answer to the question of effective inclusive practice 
because by its very définition it needs to be différent for every individuai learner. 
The path that the staff and I have followed has not always been an easy one and there have 
been many painful learning expériences on the way, for us as individuals and as a team. But I 
believe that our strength is in our total commitment to provìding the best for each individuai 
within the school and ensuring that ail our policies and practices contribute positively to that 
end. 
I cannot say that i f I were to go back and begin the school again whether I would do things 
differently. M y philosophy and expérience have contributed to the way I work and I continue 
to use ail expériences to learn from, whether positive or negative. 
A l i I can reflect on is the uniqueness of the organisation as it now stands. I cannot speak of 
the future of the school and what that holds or, indeed, whether I will be a part of that future. 
I do know that the school has a very finn foundation on which to continue its development 
with a very committed team of staff and governors and parents who now have high 
expectations of what we can achieve together. 
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CHAPTER 6 
CONCLUSIONS 
By case studying the planning and Implementation of an inclusive school and receîving 
feedback from the participants about their expériences of the school, I believe that I have 
formulated a deeper understanding of what makes it inclusive. The important éléments that 
contribute to the inclusive nature of the school are: 
1. Placing the individuai at the heart of the process. 
By considering every person as an individuai, getting to know them as a unique learner, we 
can begin to address their needs through curriculum provision. 
This takes a lot of time, beginning with home visits, extensive induction programmes, 
observational assessments, etc. but the outcome of a meaningful understanding of each 
individuai and acceptance of what they can do and planning of a programme for what they 
could do next is a powertul model. 
As a school staff we are not interested in deficit models and lists of weaknesses. We take 
every child for what they can do and build on that. We look for the positive in every child, 
enhance their belief in themselves as learners and extend their learning boundaries. 
Parents have commented: 
"Thanks to you and your team for making it such a lovely environment to learn 
in." 
"Thank you for keeping S... inspired and making West Grove a great place to be 
and learn." 
"Thank you for making West Grove what it is today and for making each child 
feel special." 
The same entitlement is extended to everyone, not just pupils. So staff are encouraged to be 
individuai, whilst working within clear frameworks to enable us to maintain minimum 
entitlements for ail pupils. Parents are accepted for what they can bring to the process of 
learning for their child and no judgement is made if they are not able to contribute much. It is 
then our job as Professionals to try to compensate so that the child has the same opportunities 
as everyone in the school. 
2. Partnership with parents 
Lots of schools talk about developing partnership with parents and then do ail they can to 
actively discourage participation by parents in the éducation process. I firmly believe that 
parents are the first and best teachers that a child will ever have. Parents understand their 
own children so well and see them functioning in many contexts. We need to enable parents 
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to use their skills more effectively in a non-patronising way in order to maximise learning 
opportunities. 
Through our extensive programme of parental involvement (and education) activities, we 
begin to share some of our knowledge about learning and learners. Parents are given access 
to the same information and training provided for staff. We ask parents to particípate actively 
in the process of observation of their children's learning and to share that knowledge with the 
child's teachers. In this way we can develop, together, a seamless approach to education. 
3. Professional development for all staff 
A l l of us see ourselves as learners at West Grove. A l l staff are involved in all learning 
opportunities - everyone is invited to attend all Inset days and relevant staff meetings. Many 
staff are engaged in further study with Further Education or Higher Education institutions. 
Reflection-on-action is actively encouraged, through our planning system and through 
evaluation of policies, etc. Everyone's opinión is valued and we opérate a non-hierarchical, 
collegiate system of management. If someone is allocated a task then the power is delegated 
with it. 
This has been built on a solid feeling of 'trust'. Although not everyone likes everyone else on 
a personal level, we all have a healthy professional respect for each other. Discussion and 
debate are vital and consensus of opinión is striven for. There are occasions when, as 
headteacher, I will need to take a decisión but generally we discuss our priorities and try to 
ensure that all our decisions support our inclusive practices. 
4. The development of an inclusive curriculum 
We have taken control of the curriculum in our school, with a focus on what is right for each 
individual child. We have filtered external intervention and have determined for ourselves 
what has been allowed to get through. 
We concéntrate more on the process of learning than we do on the contení of the curriculum 
and have made this a focus of our teaching and assessment for learning. 
At West Grove we make the curriculum fit the child, not the child fit the curriculum. 
This does not mean that every child is taught individually - this would not be possible given 
staffing ratios. What it does mean is that most preferred learning styles are catered for across 
the pattern of a week and so that every child has access to learning. 85% of the National 
Curriculum is traditionally delívered through two intelligences - linguistic and mathematical 
and therefore some children will never be able to access their full learning entitlement. By 
providing the same curriculum through other intelligences children will be able to access the 
learning more readily. 
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We have retained the 'passion1 for learning that some schools seem to have lost. We have 
done this by maintaining control over the content of our curriculum and held on to the time 
for teachers and other learning facilitators to be creative by encouraging learning risks to be 
taken, both for themselves and for the pupils. 
5. Ethos 
A i l of the above factors are underpinned by the ethos of the school. Everyone is valued, we 
are always Willing to listen, there is a high level of trust and we care about ail individuals. 
The physical and emotional environments support the individuai to take learning risks. We 
always try to look for the positive in everyone and every situation - the cup is always half-
full and not half-empty. We have spent a lot of time discussing among staff and governors 
and with pupils the kind of school that we want and how we will achieve it and every year as 
part of school review processes revisit our vision. AU staff share this vision and want to be a 
part of this successful school. 
Ofsted reported: 
"The headteacher and her staff share a strong, appropriate vision of what they 
want to achieve and this is fulhy reflected in the work of the school." 
To confimi this, at our most récent review day (June 2002), I asked staff and governors to 
construct an aspirations wall by writing on a paper brick a response to: "In five years time 
West Grove...". There were an abundance of positive responses, which can be read in full in 
Appendix 18. Here is a small sélection: 
"... will have children who have moved on with not only académie skills but with 
skills of tolérance and be able to help others." 
"... will continue to have an inclusive approach, i.e. children and staff working 
as equals." 
"... will be a place where children are proud to be. It will create individuals, not 
cloned groups. Children will learn about life and skills needed to survive in this 
tough world. Staff will feel they are actually making a différence." 
"... will be a school of excellence having continued to explore and develop 
alternative teaching and learning styles. Ail children will be compétent, 
independent learners with teachers as facilitators of learning." 
A l i of the contributions confimi the confidence that the staff, governors and I have in our 
approach to éducation and maintain their commitment to developing the school further as an 
inclusive school. 
Having considered in detail all of the aspects of the school that I believe contribute to its 
inclusive nature, I cannot draw any conclusion about which of the aspects is more important 
or more significant. I believe that it is the inter-relatedness of ali of the aspects that makes 
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the largest contribution. It is only through our consistent practices and total commitment to 
inclusive éducation in its broadest sense that makes us so successful. I believe that the whole 
is greater than the sum of ail its parts. 
But in order for this study to be relatable to other schools I need to break it down into its 
constituent éléments for their considération. The five éléments highlighted above would 
form the core of my 'blue-print* of an inclusive school. 
Whilst the éléments that contribute to the inclusive nature of our school may not, at first 
sight, be ones that other schools can readily subscribe to, I believe that some of the éléments 
would be relatable and could be worked upon more easily than others and could begin to 
make a significant différence to those school working towards becoming inclusive. 
I feel that I have shown that inclusive éducation is about so much more than integration of 
children with special educational needs, as cited in most documented définitions, although 
this remains as a central élément, for i f schools are truly inclusive then they will be able to 
meet the needs of most children who live within their community. I say most, because there 
will always be a small number of children whose needs are so complex and varied that they 
will need specialised settings. For éducation to be truly inclusive it has to be about meeting 
individuai needs in order to enable each individuai to become a lifelong learner. 
So my new définition for inclusive éducation is: 
For schools to be truly inclusive they have to: 
• En su re that ali policies promote and support inclusive éducation; 
• Be focused on the individuai and what they can do; 
• Provide a needs-based, skill-focused curriculum based on observational 
assessment and incrementai learning; 
• Be learner-focused and needs driven; 
• Be reflective with a view to continuous improvement; 
• Support staff in their development as learners; 
• Interact positivery with the community and be the hub of their learning 
community; 
• Extend learning beyond the school day and the school building, 
• Continuousry strive to become more inclusive. 
If schools can provide individuai learning accounts for their pupils in this way and enable 
pupils to leara throughout their lives, whether in formai schooling situations or just through 
fife itself, then we will have a truly inclusive system of éducation. 
Benefìts of inclusive éducation 
I see the following as potential benefits of inclusive éducation and whilst 1 have no 
conclusive évidence at this stage to substantiate my claims, I believe that my study begins to 
show the outcomes tram our inclusive practices in a positive light. 
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The children benefit from being in an inclusive school by learning the skills that they will 
need in order to be effective life-long learners. 
The parents benefit from being part of inclusive schooling as it gives them a deeper 
understanding of how to support their child's learning. 
The staff benefit from working in an inclusive school because it develops them as 
professionals, extending their skills, knowledge and understanding of the learning 
process. 
Society benefits from inclusive education because future generations will have learned to 
be part of a diverse society. 
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C H A P T E R 7 
R E C O M M E N D A T I O N S 
Inclusion is very firmly on the national and local agenda and will not go away. A i l schools 
need to become more inclusive. Therefore, my recommendations are that: 
• A i l schools need to consider their own practices in terms of becoming more inclusive. 
• There needs to be Inset for ail teachers and support staff on the meaning of becoming 
more inclusive and on the processes involved in effective learning. 
• Schools need to be more responsive to individuai needs rather than delivering a 
curriculum that is the same for ali, thereby creating some disaffected learners. 
• Teachers should be helped to use the learning to learn principles and practices in terms of 
how they structure their learning environment, deliver information, facilitate learning 
opportunities and provide formative feedback. 
• Parents in ail schools should be offered the opportunity to understand learning so that 
they can more effectively support the learning of their own children. 
• Initial Teacher Training institutions need to put learning back onto the curriculum for 
trainee teachers, so that ail teachers leave their training institutions with a firm 
understanding of how humans learn effectively. 
Whilst not a direct recommendation of this project, I feel that it would be interesting to track 
the progress of children who have attended our school and have received a firm grounding in 
understanding themselves as learners, across the rest of their school career and beyond. For it 
is only in the longer-term impact of attending an inclusive school that any firm conclusions 
can be drawn about its effectiveness. 
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C H A P T E R 8 
DISSEMINATION 
There has been a growing interest in the work of West Grove and the results it is achieving 
since the publication of an article about us in the Education Guardian in March 2000. Before 
that time I had kept very quiet about the work in which we were engaged due to the huge 
professional 'gamble' that I was taking, after ali I could have been wrong about my theory of 
learner-centred éducation. There had also been some antipathy from local schools about our 
work because it had had an adverse effect on their school rolls, as parents have exercised 
their préférence. Until I had some firm évidence from my study about the success, or 
otherwise, of the school, I did not share my learning. 
Following the publication of the Guardian article, we were inundated with requests for further 
information and visits to the school. Facilitating thèse requests has become a major part of 
my work. I now feel that it is 'safe' to talk about our work as the growing évidence shows 
that our practice is having a positive effect on learner outcome and the school is seen as 
successful. 
The school has a growing réputation, both locally and nationally, for its inclusive practices. 
As a conséquence, i have been asked by many individuáis and groups to share my learning 
with them through présentations at courses and conférences about a variety of thèmes and 
subjects, including out-of-hours learning, learning to learn, effective classroom practice, 
curriculum planning and more specifically inclusive éducation. Groups I have addressed 
include trainee teachers, newly qualified teachers, curriculum leaders from schools, SENcos, 
headteachers and deputy headteachers as well as individuai visitors to the school who have 
been parents, governors, teachers and senior management teams from other schools. 
As part of the project ï have produced a video for parents and prospective parents so that they 
can see an explanation of our practice. The video itself also contributes towards our 
inclusivity for it assists those who have difficulty accessing written English, who would find 
our normal school brochure difficult to access. 
I have designed our web site so that it meets the needs of prospective parents, giving them a 
feel for the school, but also for fellow professional who wish to learn more about our 
inclusive practices. My intention is to keep the website regularly updated, adding any new 
outcomes from my research. 
I have developed a témplate for inclusivity, see Appendix 19, that can be used by other 
schools as an aide memoir. It gives key areas and questions to consider and has been 
produced as a leaflet that has been offered to the L E A for distribution to its schools as part of 
training that I am providing on the nature of an inclusive school. 
I have become involved wîth other organisations such as the Campaign for Learning and 
University of the Third Age, which has led to my being approached by national groups such 
as the Teacher Training Agency, QCA, General Teaching Council and the National College 
for School Leadership. I am currently in discussion with thèse agencies about how my work 
can be shared more widely across schools nationally. 
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I am about to begin negotiations with a publisher who has shown an interest in the work of 
the school. 
There has definitely been a groundswell in the number of schools who are wishing to step 
away from an imposed national agenda and want to start doing things for the children again. 
I hope, in some small way, that I have contributed to this movement. 
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M U N I C I P A L Y E A R 1992/93 - R E P O R T N O . 1 1 33 
COMMTTTEE; A G E N D A - PART 1 ITEM 7 
S C H O O L S S U B 
-23.3.93 S C B J E C T • 
REPORT OF: P R I M A R Y S E C T O R A C C O M M O D A T I O N * : 
S O U T H G A T E A R E A 
Direc tor of Education 
1. P U R P Q S E 
The Report outiïnes the k n o w n hous ing developments in the Southgate area, 
describes the current s i tuat ion wi th regard to accommodation i n local schools 
and suggests a development p l an for the further provision of school places to 
meet the ìncreasi.ig pupil populat ion. 
2. R E C O M M E N D A T T O N S 
2.1 It is rs comme nd ed :hat approvai be given in principìe tor-
ti) a nsw two-form entry school wi th a nursery being developed on the 
Oak*.vood Ai Îo t rnen t s site; 
(ii) Grange Park P r i m a r y School be ing developed into a three-form 
entry primary school; 
(iii) Merryhills P r i m a r y School being developed into a three-form entry 
priniary school; 
(iv) voluntary contr ibutions from developers being sought i n r é c o g n i t i o n 
of the ìncreased pressure on Educa t ion Services a r i s ing from new 
deveiopments. 
2.2 It is recommended that this report be referred to a jo in t p a n e l of the 
Educa t ion Commi t t ee a n d P r o p e r t y S u b - C o m m i t t e e for d e t a i l e d 
considérat ion of the l and issues a r i s i n g from thèse proposais. 
3. S O U T H G A T E A R E A 
3.1 The Southgate area, a s ' d e f î n e d i n this report, includes the f o l l o w i n g 
schools and their catchrnent axeas together w i th the H i l l e l P r i m a r y School 
and St. Andrew's P r i m a r y School , N 1 4 . 
De Bohun Primary Grange P a r k P r i m a r y 
W a l k e r Primary M e r r y h i l l s P r i m a r y 
Eversley Infant and J u n i o r Schools 
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3.2 Appendix 1 provides a map w h i c h marks the schools in their catchment 
areas together wi th the proposed hous ing developments. 
C U R R E N T PQSITTQN" 
4.1 The fol lowing table i l l u s t r a t e s the current capaci ty of the schools 
according to the Department for Educat ion (DFE) guideline and projects 
future pupil numbers over a five year period from natural growth i n the 
area. It further shows the add i t iona l forms of entry (FoE) needed w i t h i n 
five years, based on 210 pupi ls i.e. 7 classes of 30 children for p r imary 
schools. 
Table 1 School Capacitv 
S C K O O L C A P A C I T Y R O L L 9/92 
F o E 
9/92 
P R O J E C T E D 
R O L L 9/97 F o E 9/97 
De Bohun 350 374 2.0 366 2.0 
St. Andrew's 206 220 1.0 235 1.2 
W a l k e r 406 423 2.0 433 2.3 
Evers ley Infants 198 190 2.0 1S8 2.0 
Evers ley Juniors 264 264 - 244 -
Grange Park 399 423 2.0 463 2.2 
Mer ryh i l l s 400 399 2.0 503 2.4 
Totais 2,223 2.298 11.0 2,482 12.1 
X B . Wolfson K i l l e l omitted because classrooms wi l l become available as the 
school roll grows. 
These figures indicate the need for at least the addition of one form of entry 
w i t h i n five years, the é q u i v a l e n t of 210 to 230 places. This w i l l accommodate 
the increasing numbers and a l levia te i n part the capacity problem, wh ich is 
caused principal ly by the classrooms be ing smaller than average i n size. 
H O U S I N G D E V E L O P M E N T S 
5.1 Predict ing future pupi l numbers from possible housing developments is 
very difncult and rests on a number of inter-related factors. The number 
of units and their size together w i t h the percentage of private housing a n d 
social housing tends to fluctua te i n relat ion to market forces and p l a n n i n g 
issues. 
5.2 The major housing projects at the moment i n the Southgate area a re 
thought to be at H igh lands H o s p i t a l , the former St. Ignatius Lower School 
site, the former Sou thga te L o w e r School p l a y i n g f ie lds , O a k w o o d 
Allotments and the Minchenden Si te . There are a number of s m a l l e r 
developments w h i c h need to be aggregated to provide a n accu ra t e 
assessmentof our future needs. 
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5.3 The following table provides an indicat ion of possible pupil numbers from 
the rr.aln known developmeats, which have been started or are l i k e l y to 
start in the foreseeable future. The percentage figure indicates the level 
of social housing as opposed to private housing. The number of bouses or 
f îa ts being built is shown according to the numbers of bedrooms and the 
total number of possible pr imary âge chi ldren is shown for the whole 
periodof the development. 
Table 2 Proiected Housing Developments 
H o u s i n g Est. % Social 
Hous ing 
No . of Bedded Uni t s P u p i l Nbs. 
Development 
1 2 3 4 0-4 5-10 
High iands Hospital 30 115 400 351 125 1,170 618 
St. Ignatius Lower 100 0 0 60 0 163 113 
Southgate Lower 75 0 36 34 17 197 107 
Oakwood Ailotment 25 23 37 27 13 101 , 57 
t ü n c h e n d e n School 0 115 64 23 51 99 60 
T O T A L S 253 537 500 211 1,735 955 
5.4 Table 3 provides p l a n n i n g figures for developing new school places. 
Co lumn 2 indicates the highest number of reception age pupi ls expected 
from the development i n any one year. C o l u m n 3 gives the average 
number of reception age pupils expected from the development across the 
whole period or the development and Co lumn 4, an average of Co lumns 2 
and 3. provides a notional p l ann ing figure. This is calculated into forms of 
entry (FOE) at 4 -r on the basis of 30 pupils per class. 
Table 3 Addizionai Reception Age Pupi l s 
Housing 
Development 
(1) 
M a x i m u m 
4-r p.a. 
(2) 
Average 
4 -i- p.a. 
(3) 
Me an 4 -r 
p.a. 
(4) 
A d d i t i o n a l 
F . o . E . 
(5) 
H ì g h l a n d s Hospital 63 33 51 1.7 
St. Ignatius Lower 11 9 10 .3 
Southgate Lower 13 8 11 .4 
Oakwood Ailotment 7 5 6 .2 
Minchenden School 7 5 6 .2 
T O T A L S 106 60 84 2.8 
5.5 W i t h the inclusion of the one form of entry needed for the n a t u r a i growth 
i n the arsa, p lanning shou ìd take account of a further four forms of entry. 
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6. PROVISION" P F A C C O M M O D A T I O N 
6.1 A t the moment the Au tho r i ty has retained three acres of land on the 
Miachendea site wi th the in ten t ion of bu i ld ing a one-form entry p r imary 
school with a nursery. Prov is ion for the design and construction of a new 
school has been made in the Uncommit ted Capital prograrnrne. Eowever , 
the Dirsctorate of Property Services has suggested that the Oakwood 
Ailotments site, which is adjacent to the former Southgate Lo wer School 
site, might be more suitable for a new pr imary school than the area 
reserved on the Minchenden s i te . The Oakwood A i l o t m e n t s cover 
approximateìy 4.8 acres and this would be large enough to accommodate a 
two-fora entry pr imary school w i t h a nursery. Ic is suggested that this 
report be referred to a jo in t P a n e l of the Educat ion C o m m ì t t e e a n d 
Property Sub-Commi ttee for c o n s i d é r a t i o n of the land issue. 
6.2 A proposai to deveìop Grange P a r k P r imary School from two forms of 
entry ir.to three forms of entry has been discussed with the Keadteacher 
who bas approached the School Governors. A n additional year group w i l l 
be phasec in , startir.g w i th a reception class, i n September 1993. A 
feasiòìlicy study for the design of addi t ional buildings w i l l be essential 
and consequently a sum of £ 1 5 . 0 0 0 was ìnc luded in the E d u c a t i o n 
Committae's list of essential growth items for 1993/94. 
6.3 The Authority has retained 16 acres of Metropolitan Open L a n d w h i c h 
Stretches from Grange Park P r i m a r y School in the south, nor thwards 
border ìng Worlds E n d Lane. Some of this land w i l l be needed for the 
expansion of Grange P a r k P r i m a r y School, not only to eniarge the 
buildings but also ta ì n c r e a s e the p l a y ì n g areas. A t the m o m e n t 
approximately 1.2 acres nave been retained for use as p lay ing flelds for 
the K i i l e l P r i m a r y School. There is sumeient land r emain ing for the 
provision of an addi t ional p r i m a r y or secondar;/ school a ì t h o u g h there 
would be cons idérab le d i f ï îcu i t ies i n bu i ld ing on the s lopìng te r ra in and i n 
sa t i s fv in î a r.umber of p l ann ing recuirements . 
6.4 There are f.vo options for develooment:-
Qption One 
(a) Continue wi th the proposai to bu i ld a one-form entry school on the 
Minchenden site. 
(b) Continue wi th the proposai to develop Grange Park P r i m a r y School 
into a three-form entry p r imary school. 
(c) Develop a new two-form entry school with a nursery on the l a n d 
border ìng Worlds E n d Lane and opposite Mer ryh i l l s P r i m a r y School . 
The school would be bu i l t on part of the retained Met ropol i tan Open 
Land. 
Option Two 
(a) Develop a new two-form entry school wi th a nursery on the Oakwood 
Ailotments Si te . 
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(b) Continue wi th the proposal to develop Grange Park P r imary School 
into a three-form entry p r imary school. 
(c) Develop Mer ryh i l l s P r i m a r y School into a three-form entry pr imary 
school. 
6.5 Al though Option L provides for the accommodation needs of the area, it 
has distinct disadvantages i n comparison wi th Option 2. B u i l d i n g a one-
form entry school on the Minchenden site where expansion to two-form 
entry at a future date is u n l i k e l y to be possible, is l imi t ing both in terms of 
future planning for the A u t h o r i t y and in terms of financial management 
under Local Management of Schools (LMS) arrangements, for the school. 
A further disadvantage would be the uneven distribution of new places 
throughout the area, w i t h three schools located together in Worlds E n d 
Lane. 
6.6 Option 2 provides a new school, central ly located and better placed for 
serving the Southgate C i r cus area. The distribution of new places would 
be wider with at least three schools able to support the Highlands Hosp i ta l 
development, namely M e r r y h i l l s , Grange Park and Eversley (which could 
expect some relief from a new school on the Oakwood Allotments site). A 
further advantage w o u l d be that the A u t h o r i t y w o u l d r e t a i n the 
possibility of further development, at a later stage, on the Worlds E n d 
Lane site should it become necessary. 
L O N G E R T E R M I S S U E S 
7.1 Predicting longer term growth, beyond five years, is very difficult . B i r t h 
rate projections suggest a period of relative stability, but the effects of the 
recession and the growth of homelessness have meant a need to respond 
year by year to housing development, wherever an opportunity has been 
possible. If the current growth rate of 2.79é in the primary pupi l numbers 
were to continue (at 0 . 6 1 ^ above the bir th rate projection) there would be 
a need for additional p r imary places, which could possibly be provided by 
the future development of Winchmore Infant and Junior Schools to- the 
east and De 3ohun P r i m a r y School to the west. 
7.2 Al though planned development takes account of predicted secondary 
numbers up to and i n c l u d i n g 1996, a cont inuat ion of g rowth i n the 
p r imary sector at current rates w o u l d mean a need for a d d i t i o n a l 
secondary places, beyond 1996. In v iew of the current p o p u l a r i t y o f 
Southgate School, the d i s t r ibu t ion of the secondary schools i n the Borough 
and the fact that each school site w i l l by that time have been developed to 
the full , there is l i k e l y to be a need to bu i ld a new secondary school , 
preferably in the west of the Borough . The only piece of land large enough 
for such a development, and identif ied for Educat ion use, is the W o r l d s 
E n d Lane site. 
F I N A N C L A . L I M P L I C A T I O N S 
8.1 Increasing pressure is being placed on Educat ion and other A u t h o r i t y 
services by new developments i n the Borough. Under the T o w n a n d 
C o u n t r y P l a n n i n g A c t 1 9 9 0 , d e v e l o p e r s m a y m a k e v o l u n t a r y 
contributions to the A u t h o r i t y i n recognition of this fact. In the case of 
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large developments, such as H igh lands Hospi tal , it is re la t îve ly easy to 
determine the pupil numbers w h i c h are l i k e l y to resuit from such 
developments. Where there are a number of smal l developments wi th in 
an area, however, the impact on Educa t i on Services may be equa l ly 
serious; the possibility of voluntary contributions in such cases is being 
examined. 
Attempts to identify such sources of funding are in addition to the normal 
procédures of annual bidding to the Department for Education for the 
A n n u a l Capital Guidelines and for Supplementary Credit Approvals as 
appropriate. 
For the Southgate area, the fo l lowing items relat ing to increasing pupi l 
numbers are included i n the approved Three Yea r P lan : 
Estimate 
£000 
Mischenden - Design 
Grange Park - feasibility study 
220 
15 
T O T A L 235 
If Option Two as outlined i n paragraph 6.4 above is approved in pr inciple , 
the provision for the Minchenden scheme in the programme w i l l not be 
requï red . It w i i l , however, be essential to retain the s um in the capital 
programme for design work on the Oakwood Allc tments site. The use of 
the capital provision for this purpose w i l l be subject to the approvai of 
Finance Sub-Committee. 
Given the capital resources problems facìng the Authori ty , it is extremely 
unl ike ly that ali the capital schemes included in the approved Three Y e a r 
P lan wi l l be allowed to proceed i n 1993/94. It w i l l there fore be necessary 
for schemes to be p r io r i t i sed across a i l Commit tees ; F i n a n c e S u b -
Committee wi l l allocated any avai lable resources, in accordance wi th the 
Council 's priorities to enable projects to proceed. The first stage of the 
pr ior i t i sa t ion process is cu r r en t ly b e i n g under taken by the C a p i t a l 
Expenditure Group which has been established by Policy Commi ttee for 
this purpose. Reports on i n d i v i d u a i scheme s w i l l be submitted to this 
Commi ttee and to Finance Sub-Commi ttee in due course. 
Background Paoers 
None. 
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Appendix 2 
Chronology of School Development - significant events 
February 1998 
April 1998 
Summer 1998 
September 1998 
November 1998 
January 1999 
March 1999 
April 1999 
May 1999 
September 1999 
Headteacher appointed 
Headteacher took up appointment 
Headteacher reading and planning - forming clear 
vision 
Staff appointed 
Furniture / equipment purchased 
Ciosed for training week for staff 
Inset day with governors and staff- policy décisions 
Home visits to ail new pupils 
School opened - am Nursery 
Reception class 
Grand Opening Ceremony and célébration 
Coffee mornings for parents began 
Parent Helper courses began 
Curriculum evenings for parents began 
Discussions with SEN Adviser about inclusive practice 
Last meeting of temporary Governing Body 
Hot meals produced for first time at school 
Prospective parents visits 
Toddler Group started 
Breakfast Club started 
Nursery Stay and Play sessions started 
HT attended Leadership Programme for Serving Heads 
Staff appointed for September 
Early Years Adviser inspected Nursery and Reception — 
gave governors a good report on practice observed 
HT attended course on Intelligent Schools - about how 
school development planning can be used for school 
improvement - through a programme of action research. 
Inset day to devise our first School Plan - (included 
some governors and staff joining in September) 
School became two-form entry 
New staff took up post 
Induction days for new staff 
Introduced 'West Grove Way' curriculum 
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November 1999 
January 2000 
February 2000 
March 2000 
Aprii 2000 
June 2000 
July 2000 
September 2000 
October2000 
November 2000 
December 2000 
January 2001 
February 2001 
Introduced PEPI 
am / pm Nursery 
2 reception classes 
1 Year 1 class 
Introduced French from Year 1 
Joined Healthy Schools Initiative 
Introduced Leaming to Leam project to staff 
Applied for Leaming to Learn project 
Toddler Group began 
Prospective parents visits 
Accepted for Leaming to Learn project 
Site Manager died on site - funeral, etc. 
Staff appointed for September 
HT attended residential Learning to Learn seminar 
HT and DHT attended Effective teaching, thinking and 
learning conférence 
Learning to Leam seminar held at West Grove for 
project schools 
New staff take up post 
Induction for new staff 
am / pm Nursery 
2 Reception classes 
2 Year 1 classes 
1 Year 2 class 
Learning to Learn project begins 
Fruit, water and music in ail classes 
Applied for Investors in People status 
Story Sack Project begins - reading bags with artefacts 
to support story-telîing, etc. as part of our reading 
policy 
Awarded Investors in People status 
Prospective parents visits 
School Council began 
HT heard David Hargreaves speak about schools for the 
Future 
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March 2001 
April 2001 
May 2001 
June 2001 
July 2001 
September 2001 
November 2001 
February 2002 
April 2002 
June 2002 
July 2002 
September 2002 
Film crew in school - EiC video on Gifted and Talented 
pupils 
Trip to Chicago for HT, DHT and classteacher 
Ofsted inspection 
Year 2 First Aid course began 
Staff appointed for September 
Accelerated Learning ìnset day - new teachers attended 
School plan review day - (some governors involved) 
First SATs for Year 2 pupils 
First KSI SATsresults 
Ofsted Action Plan agreed by Governing Body 
Community Workshops for parents and toddlers began 
First year of Learning to Leam project completed 
Staff agreed to participate in Phase 2 of L2L project 
Awarded Healthy Schools status 
New staff take up post 
Induction for new staff 
am / pm Nursery 
2 Reception classes 
2 Year 1 classes 
2 Year 2 classes 
1 Year 3 class 
Team meetings introduced 
Planning sheets revised 
Training day on Mind Mapping 
Training day on Accelerated Learning 
Staff appointed for September 
2 n d year of KSI SATs results 
2 n d year of L2L project completed 
New staff take up post 
Induction for new staff 
am / pm Nursery 
2 Reception classes 
2 Year 1 classes 
2 Year 2 classes 
2 Year 3 classes 
133 
1 Year4class 
Year 4 children begin planning their own learning using 
a computerised planning programme. 
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Guardian Artide 
March 2000 
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2 Guardian Education Tuesday March 14 2000 
Traditional vs modem: J o h n C r a c e finds a school 
thrivingon unconventional methods of teaching 
games 
You could be forgiven forconfusing llic low-slung, pale brick exte-rior of West Grove pri-mary in Southgate, north London wilh a 
leisure centre. Come to think of it, you 
could be forgiven for confusing the 
interior with alcisure centre, too. 
The classrooms are brighi and airy, 
and thechildrcn are busyorganising 
themselves into différent activitics. In 
the reception class, one little girl has 
some earphones clamped to her head, 
a boy and a girl play race the snail, a 
dump of kids play with finger 
puppets,anothergroup create Elmer 
the Eléphant storybooks and a few 
just chili out and natter. Amid the 
ordered disorder, cveryone is having 
agoodt ìme . 
West Grove's headteacher, Elaine 
Wilmot, believcs that notali children 
learn in the same way. "Some respond 
best to conventional aurai and visual 
teaching methods, but others learn 
best through physical exploration," 
she says, "and the key to maximising 
a child's potential is to tai 1 or their 
éducation to their learning styles". 
This approach is everything that 
Chris Wòodhead, the chief inspector 
for Ofsted, detests. In his annual 
l e c t u r e at the end of last month, 
Woodhead put the boot into all new 
approaches to learning in a bid to 
reclaim the classroom values of fhe 
1950s. To' underline the point, hc 
lau neh ed a personal attack on Bill 
Lucas, c h i e f executive of the Cam-
paign for Learning, an organisation 
that e n d o r s e s West Grove's teaching 
methods. Theres nothing really new," 
said Woodhead, dismissively.'Itdoes 
not justify the hype. U certainîy docs 
not justify Bill Lucas's confident 
assertion that learning to learn will be 
the skill for the next C e n t u r y . " 
Lucas himsclf wouldalmost cer-
tainly agree with Woodhead's asser-
tion that there was nothing new in 
what hc was Saying. The Campaign is 
not hanging on to the latest, tenuous 
research; it is working from well-
established scientific research b y , 
amongst others, Howard Gardner 
and Susan Greenfield, into théories 
of multiple intelligences and how the 
brain works, which, when reduced to 
simple language, shows that p e o p l e 
learn in différent ways, that they 
respond best to high-
challenge, low-threat envi-
ronments, that we really 
only concentrate for 20 
minutes at a time and 
most of us are al m os t 
permanently dehy-
drated. The implica-
tions are potenti al ly 
seismic. Far from 
Woodhead's claim that 
modem p radice already 
takes note ofthis research, 
a new MORÍ survey com-
missioned by the Campaign 
into young people's 
attitudes to leami ng 
suggests that the 
opposite is the 
case. Classroom 
ac ti vi ties are 
dominated by 
copying from 
the board or a 
book and 
Hstening to the 
teacher talk. ( 
What the 
pupils actually wanted was more 
balance, including group discussìon 
and problem-solving, morecomputer 
time, and a more brain-fricndly envi-
ronment with background music and 
thefreedom to wander round and get 
aglassofwater. 
Many parents may bc tempted to 
raise an eyebrow at the idea that chil-
dren are the best judge of how they 
learn; my own would probably say 
they did best with unlimited sweets 
and no maths tests on Friday. But any 
scepticism is kìcked to one side when 
you see the principies in action. 
In most schools, the sight of 
kiddies wandering around the class-
room mid-lesson would be enough to 
scnd a teacher apoplectic and to get 
the children labelled disruptive. At 
West Grove it is positively encour-
aged. "We want the children to 
explore for themselves how they learn 
best," says Wilmot. "We start with 
what they can do; we observe them in 
action and then try to reframe ideas 
into methods and actìvities that make 
sensetothem." 
Jack Newton, one of the reception 
teachers, explains how it works in 
practice. "One fòur-year old boy is 
very ìntó enclosures at the moment," 
he says. "He's been playing with build-
ing blocks and his language is amaz-
ing. At one point he said, Tm putting 
this block here to increase the 
strength'. Another girl loves ordering 
things and has spent some lime 
rearranging the books. I talk to them 
about what they're doing and try to 
get them to think about how it relates 
to numbers and language. I then try 
to suggest similar actìvities that will 
develop these skills in other ways." 
It'shardly the normal way of teach-
ing the three Rs, but Wilmot is 
adamant that, amongst the creativi ty, 
thè basics of phonics and numeracy 
are stili hammered home — just more 
gently. West Grove is an average 
multicultural primary school; its 
pupils include those from emotìon-
ally and socially deprived back-
grounds, children with special nceds, 
and a smatte ring of children from 
well-offhomes. Buttheachievemcnt 
levéis are anything but average. 
Tiffany, aged four, writes out the word 
elephant from memory, spelling it 
correctly; Joshua, also four, happily 
Walkabout: children want the freedom to roam durfng lossons, to (etch a 
glass of water... at West Orove school, this is actlvely encouraged — and 
the results è r e excellent Photographs: Graham Turner 
jols down a rudimentary sentence. 
Now you might expect one or two 
gifted children in any class, but many 
other members of the class are also 
working at this level. 
You find asimilar story inyear 1. By 
request of the paren is, ail children 
learn French and most can count to 
30, identify the colours and can hold 
a basic conversation along the Unes of 
"Who are you? What'syour name?" 
etc. Wilmot reckons that most of the 
class already meet the key stage 1 
assessment test ayear ahead of sched-
ule. WestGrove was only es lablished in 
1998 and there are no classes above . 
year 1, but the school has no intention 
of altering its approach as the demanda 
of the curriculum increase with age. 
This may sound a bit gung-ho, but 
West Grove is harclly oui on a linib. 
Business has long endorsed the 
théories of multiple intelligence. 
Ihe Department for Educai ions 
Standards and Effect iveness 
commiltec has acceplcd the Catn-
paign's ideas, and over 500 schools, 
including wholc local educatimi 
authorities, applied to he one of the 
24 schools on the Campaign s Learn-
ing to Learn pilot scheine that starts 
this September. 
If Woodhead is not yet ready l'or 
the Campaign for Learning, West 
Grove is more lhan ready for Wood-
head. The school lias not yct rcccivcd 
its first Ofsted inspection, bu t Wilmot 
insists that when it cornes, the school 
will not change ils prácticos one bil. 
And somehowyou believe her. 
Appendix 4 
Extracts from 
Campaign for Learning 
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Leaming to Leam in Schools 
Executive Summary 
About the project 
The L e a m i n g to Learn project was launched in February 2 0 0 0 . 
Its objective was to evaluate the impact o f a p p l y i n g new 
u n d e r s t a n d i n g s about how we learn in 24 schools throughout 
E n g l a n d and Wales with pupils aged three to eighteen years. 
P h a s e l o f this two-year project ran from S e p t e m b e r 2 0 0 0 to 
july 2001 and the findings are summan'sed here. 
For the p u r p o s e o f the project, the C a m p a i g n for L e a r n i n g 
d e f i n e d Learning to Learn as "...a process of d iscovery a b o u t 
l e a r n i n g . It involves a set of principles and ski l ls w h i c h , if 
u n d e r s t o o d a n d used, help leamers ' learn more effectively 
a n d s o b e c o m e learners for life. At its heart is the bel ief that 
l e a r n i n g is learnable ' (Lucas and Greany, 2 0 0 0 b , p p s ) . 
The research drew on discipl ines ranging from neuro-science 
a n d cogni t ive psychology to nutrition a n d heal th . Its a im 
w a s to evaluate the impact of new t h i n k i n g a b o u t learning 
itself , such as that on l e a m i n g cycles, memory, Neuro-
L i n g u i s t i c P r o g r a m m i n g , e-Iearning a n d acce lerated learning, 
in terms of s tandards of achievement, m o t i v a t i o n a n d the 
d e v e l o p m e n t o f posit ive l e a m i n g attr ibutes. 
The twenty four schools involved were se lected from over 
2 0 0 research appl icat ions according to a set o f criteria w h i c h 
e n s u r e d that the overal l project was représentative o f the 
w i d e r e d u c a t i o n a l system, the diversity of E n g l a n d and Wales 
a n d the key areas o f interest in Learning to Learn. Each 
s c h o o l def ined its own research a g e n d a and a p p r o a c h w i t h i n 
an overal l framework and methodology. 
Twenty-two schools submit ted reports for P h a s e 1, s u m -
m a r i s i n g the findings from their s c h o o l - b a s e d enquir ies . Pre 
a n d p o s t quest ionnaires were analysed to identi fy changes 
in p u p i l att i tudes to a n d u n d e r s t a n d i n g a b o u t t e a c h i n g and 
l e a r n i n g processes w i t h target and c o m p a r i s o n groups. Two 
s c h o o l s were unable to submit reports a b o u t their work in 
P h a s e 1, main ly due to changes in key staff i n v o l v e d in the 
L e a r n i n g to Learn project. 
Focus of the research 
W i t h i n the projecfs overal l définition o f Learning to Learn 
(see page _, Lucas a n d Greany p s ) , the f o l l o w i n g areas of 
interest were e x p l o r e d : 
• Five s c h o o l s explored the émergence of, a n d préférence 
for learning styles a n d mult ip le inte l l igences w i t h chi ldren 
a g e d between three and eight years in the Foundat ion 
Stage and Key S t a g e i . 
• Ten s c h o o l s invest igated the i m p a c t o f Learning to Learn 
induct ion courses a n d o n g o i n g s e s s i o n s for Year 7 pupi ls 
to learn how to team, to unders tand h o w to prepare 
themselves for learning, to d e v e l o p a t o o l k i t of learning 
techniques and w h e n to adopt specif ic l earning stratégies. 
• Seven schools explored the effects on performance in 
specif ic curriculum areas of teaching metacogni t ive ski l ls 
to pupi ls in Years 8 to n . 
• The impact of changes in teaching stratégies to i n c l u d e 
d e l i v e r i n g i n f o r m a t i o n through v i s u a l , a u d i t o r y a n d 
kinaesthetic approaches and teaching to meet the n e e d s 
o f différent intel l igences was examined by teachers for 
p u p i l s throughout the âge range. 
• The nature a n d impact o f différent ' learning-fr iendly ' env i -
ronments in s c h o o l s on attitudes to learning a n d perfor-
mance were explored by many schools . 
Findings 
The key messages emergîng from the first year of s c h o o l -
b a s e d enquiry indicate that pupil learning, m o t i v a t i o n a n d 
s tandards improve w h e n : 
• Teachers help prepare their pupi ls for effective l e a r n i n g b y 
creating learning-friendly environments that p r o m o t e 
physical , e m o t i o n a l and mental wel l -be ing and m i n i m i s e 
barriers to a n d factors that inhibit l earning; 
• Teaching approaches are appl ied that recognise a n d 
r e s p o n d to pupi ls ' différent learning styles a n d i n t e l l i -
gences. These différences can be o b s e r v e d a m o n g p u p i l s 
from the youngest ages and the impact is s t r o n g e s t for 
those w i t h a préférence for receiving d a t a k i n a e s t h e t i c a l l y ; 
• Teachers take time to help pupi ls unders tand t h e m s e l v e s 
as leamers , to acquire learning-conducive d i s p o s i t i o n s 
a n d to teach them stratégies that enhance l e a r n i n g effec-
t iveness a n d performance; 
• Teachers enhance p u p i l s ' motivation for l e a r n i n g by Con-
nect ing it to pupi ls ' personal expériences in relevant a n d 
meaningful ways ; 
• Pupils are h e l p e d to understand that learning takes p l a c e 
in and o u t s i d e the c lassroom; and parents and m e m b e r s 
o f the wider s c h o o l community unders tand a b o u t , a n d are 
ìncluded in , learning. 
Importantly, g iven current concerns a b o u t teacher m o r a l e 
a n d rétention, s trong évidence from the project i n d i c a t e d 
that teacher i n v o l v e m e n t in Learning to Learn has extens ive 
a n d far-reaching benefits for teacher effectiveness, profes-
s i o n a l d e v e l o p m e n t , motivat ion and conf idence. 
Teachers w h o are informed about a n d e x p e r i e n c e d in 
Learning to Learn approaches can effect change in the learn-
i n g culture of a s c h o o l and thereby contr ibute to i m p r o v e -
ment in pupi l m o t i v a t i o n and standards. 
Recommendations 
This report covers the first year o f a two-year project a n d the 
research f indings inevi tably require further i n v e s t i g a t i o n a n d 
va l idat ion over t ime. Our belief is that L e a m i n g to Learn 
s h o u l d always be i m p l e m e n t e d as an enquîry-based inves-
tigative process. rather than a 'how to' s o l u t i o n to effective 
teaching and learning. On this basis we bel ieve the fo l low-
i n g r e c o m m e n d a t i o n s flow from the findings to date. 
138 
Leaming to Leam in Schools 
Given L e a r n i n g to Learn's potent ia l impact o n teacher 
m o r a l e a n d m o t i v a t i o n : 
• Initial training and ongoing career development for teachers 
and school support staff should include modules and struc-
turée] research opportunités on how humans leam and the 
factors that promote and inhibit effective learning. This should 
initially be piloted through a minimum of three ITT institutions 
and the schools in three Local Education Authorities. 
G i v e n L e a r n i n g to Learn's potential impact o n p u p i l stan-
dards a n d m o t i v a t i o n : ' 
• Teachers s h o u l d be s u p p o r t e d w i t h curriculum t ime a n d 
resources to help p u p i l s take responsibi l i ty for their o w n 
learning by h e l p i n g them unders tand the process o f learn-
ing a n d themselves as learners. 
• Teachers s h o u l d be h e l p e d to ut i l ise Learning to L e a m 
pr inc ip les a n d practices for pupils of ai l âges in terms o f 
h o w they structure the learning envïronment, del iver infor-
m a t i o n , facil itate learning opportunitîes and p r o v i d e for-
mat ive feedback. 
• Teachers s h o u l d be assessed o n their c o m p é t e n c e in ut i l -
i s ing L e a r n i n g to Learn approaches. 
• Parents should be offered opportunitîes to understand learning 
so that they can effectively support their childrerfs leamîng. 
T h è s e p r o p o s a i s have a n u m b e r of practical resource a n d 
p o l i c y implicat/ons. inc luding: 
• Learning to Learn s h o u l d be seen as a central p lank in the 
shtft towards more indivïdualîsed teaching a p p r o a c h e s 
and should involve teaching assistants and new tech-
nologies as appropriate. 
• Learning to Learn s h o u l d be e m b e d d e d wîthin s c h o o l s 
and Local Education Authorit ies through its expl ïdt i n c l u -
s i o n in S c h o o l a n d L o c a l E d u c a t i o n A u t h o r i t y 
Deve lopment Plans. 
• Learning to Learn Specialist and Beacon s c h o o l s s h o u l d 
be establ ished as a means of furthering our u n d e r s t a n d -
ing in this area and s p r e a d i n g g o o d practice. 
• The Effective Teaching and Learning c o m p o n e n t of the Key 
Stage 3 strategy s h o u l d refìect the project's findîngs a n d 
s h o u l d al locate curriculum time and resource to s u p p o r t 
their implementat ion. 
• Further funded research into the i m p a c t o f n e w 
approaches to teaching a n d learning s h o u l d be c o n d u c t e d 
by teachers, académies and researchers. 
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Appendis 5 
Inclusion Questionnaire for Children 
Agrée Don't 
Know 
Don't 
Agrée 
1 Sometimes my class is divided into groups 
for work. 
2 Sometimes I do work in pairs with a friend. 
3 I help my friends with their work when 
they get stuck. 
4 My friends help me with my*work if I get . 
stuck. 
• 
5 My work is put on the walls for other 
people to see. 
6 My teacher likes to listen to my ideas. 
7 My teacher likes to help me with my work. 
8 I think our classroom rules are fair. 
9 Some of the children in my class cali 
others by unkind names. 
10 Sometimes I am bullied at school. 
11 When I feel unhappy at school there is 
always an adult to look after me. 
12 When children in my class quarrel, an adult 
helps us to sort it out fairly. 
13 Sometimes my teacher lets me choose what 
work to do. 
14 I feel pleased with myself when I've done 
a good piece of work. 
15 When I have homework I usuai ly 
understand what I have to do. 
16 My teacher likes me to tell her what I do at 
home. 
17 My family thinks that West Grove is a 
good school. 
18 I think that West Grove is a good school. 
19 I like coming to school. 
20 T think I am doing well at school. 
Inclusion Questionnaire for Parents 
Agrée Don't 
Know 
Don't 
Agrée 
1 I think West Grove is an inclusive 
school. 
2 Ail children are treated as 
individuals. 
3 AU families are valued regardless of 
their background. 
4 Staff encourage ail children to do 
their best, not just the most able. 
5 Before changes are made at the 
school, parents are asked for their 
views. 
6 The regular newsletter keeps me 
informed about the work of the 
school. 
7 The school provides me with clear 
information about how to help my 
child at home. 
8 My child(ren) join in with clubs and 
other activities taking part at lunch 
time or after school. 
9 I think the school keeps me well 
informed about how my child is 
doing. 
10 If I am concerned about my child's 
progress, I know who to talk to. 
1 chose West Grove for my child(ren) because: 
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Inclusion Questionnaire for Staff 
Agree Don't 
Know 
Don't 
Agree 
1 I think West Grove is an inclusive 
school. 
2 There is a partnership between staff and 
parents / carers. 
3 Staff and pupils are treated as 
individuals. 
4 The school seeks to admit all students 
from its locality. 
5 All pupils new to the school are helped 
to feel settled. 
6 Pupils are actively involved in their own 
learning. 
7 Pupils learn collaboratively. 
8 Assessment encourages the 
achievements of all pupils. 
9 Classroom discipline is based on mutual 
respect. 
10 Staffare concerned to support the 
learning and participation of all pupils. 
I think the 3 most significant factors that contribute to the West Grove Way 
are: 
1. 
2. 
3. 
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Appendix 6 
Long Term Aims 
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WEST GROVE PRIMARY SCHOOL 
CURRICULUM - LONG TERM PLAN 
SKILLS VALUES AND ATTITUDES 
Independence and responsibility 
Assertiveness 
Setting own goals 
Recognising own abilities / areas for development 
Self esteem 
Feelings 
Respect for people, environment and property 
Enjoy life at school, acting confidently and appropriately. 
Recognise their uniqueness. 
Feel good about themselves. 
Value their achievements. 
Want to do well, make the most of opportunities and talents. 
Be Willing to persévère and overcome difficulties. 
Recognise the importance of self-presentation. 
Take responsibility for themselves and their bodies and their 
behaviour. 
Understand about trust and reliability. 
Take responsibility for self and others in and out of school. 
Understand that it is wrong for children to be bullied or abused by 
other children or adults. 
Look forward to the transition to secondary school. 
Value cultural background of self and others. 
Demonstrate and promote goodwill, understanding, respect and 
acceptance of différence. 
Value diversity of lifestyle, the choices made within them and possible 
influence/effect upon health. 
Accept our responsibility to maintain a sustainable environment for 
future générations. 
WEST GROVE PRIMARY SCHOOL 
CURRICULUM - LONG TERM PLAN 
Personal management / healthy lifestyle Understand the value of keeping healthy and attitudes to health and 
illness. 
Accept responsibility for personal cleanliness. 
Develop a positive approach and self motivation towards personal 
safety and risk taking. 
Explore attitudes and beliefs about différent drugs and the people who 
may use or misuse them, be able to recognise stereotypes. 
Play an active role in society Develop a concern for people and communities where human needs are 
not met. 
Develop a sense of fair play in their dealings with peers and others. 
Take a constructive interest in their locai community and begin to take 
on a wider sense of social responsibility. 
Appreciate the positive impact of human activity on plants, animais 
and the environment and value the aesthetic qualities of their 
surround ings. 
Appreciate home, school and community values. 
Refuse to support values or actions that may be harmful to individuáis 
or communities. 
Managing relationships in a variety of contexts Respect other people's feelings, décisions, rights and bodies. 
Understand the meaning of, and earn, friendship, loyalty, trust and 
confidence. 
Be able to be honest. 
Appreciate différent ways of loving and its importance to a range of 
relationships. 
Be able to work harmoniously and constructively with others in a joint 
activity. 
WEST GROVE PRIMARY SCHOOL 
CURRICULUM - LONG TERM PLAN 
Effective Communicator To understand and value other's contributions. 
Critical listening To value différent forms of communication. 
Ability to debate effectively To value and evaluate differing points of view. 
Ability to use a range of ICT tools To have the confidence to offer their own views / ideas. 
To understand the needs of the listener. 
To be motivated and to persévère. 
Problem solving To value other's contributions. 
To have the confidence to make judgements / décisions. 
To take responsibility for their judgements / décisions. 
To evaluate the solution to problems. 
To be open to change. 
To recognise that many problems have more than one solution. 
To be able to recognise and use a range of différent sources of 
Research skills information. 
To be able to analyse relevant information and select what is relevant. 
WEST GRÒ VE PRIMARY SCHOOL 
CURRICULUM - LONG T E R M PLAN 
Thinking skills Value the 'knowing how* as well as the 'knowing what\ 
Information processing Develop a sense of what it is to be a learner. 
Reasoning Understand that information is not always 'factual' that it can reflect 
Enquiry bias and opinion. 
Creative thinking To judge the value of what they read, hear and do. 
Evaluation To have confidence in their judgements. 
Appendix 7 
PEPT - FOUNDATION STAGE AND KEY STAGE 1 
Présentation Skills 
• I can dress myself smartly. 
• I can write my name neatïy. 
• I can speak clearly to a group. 
• I corne to school ready to learn. 
• I always remember to title and date my work. 
• I can mount my work. 
• 1 can speak clearly to a variety of audiences. 
Time Management Skills 
• I can listen at carpet time. 
• I can ñnish my work on time. 
Research Skills 
I know how to find out things. 
I know lots of ways to find out things. 
I can sort and use information. 
Communication Skills 
I can talk about something of interest. 
I know how someone else is feeling. 
I can make my talk interesting. 
Organisation Skills 
I can get what I need for my work. 
I can set up my table for work. 
Team Working - Interpersonal Skills 
I can share with others. 
I can work as part of a group on a pièce of work. 
I can organise a group. 
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Name: Class: 
Target: 
I achieved this target by 
What I will do next 
How I feit about my learning 
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WEST GRÒ VE PRIMÄR Y SCHOOL 
DATE: YEAR GROUP: 
AREA OF 
LEARNING 
ACTIVITIES AND 
RESOURCES CONCEPTS, SKILLS, KEY 
VOCABULARY 
Assessment/Observations: Support: 
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TOPIC: SUBJECT: YEAR GROUP: 
DESIRABLE OUTCOMES 
ACTIVITIES 
ASSESSMENT 
OPPORTUNITIES RESOURCES LINKS 
KSI Planning Sheet 
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Subject Learning Objectives Activities and Resources Concepts, skills, 
key vocabulary 
Assessment / Observations Support 
Linguistic and Literary 
C G R 
Mathematica! 
Scientific 
Technological 
Human and Social 
Aesthetic and Creative 
Physical 
Moral 
Spiritual 
M F L 
K S 1 / K S 2 Planning Sheet 
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Language Maths Science ICT D & T History Geograph v P E Music Art M F L 
Learning 
Objective 
Linguistic 
Logicai 
Mathematica! 
Musical 
Visual and 
Spatial 
BodiJy 
Kinaesthetic 
Naturalist 
Interpersonal 
Intrapersonat 
KSI Planning Sheet (Current) 
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Language Maths Science ICT D & T History Geography PE Music Art MFL 
Learning 
Objective 
Visual 
Audi tory 
Kinaesthetic 
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KSI Planning Sheet (Current) 
Language Maths Science 
Learning 
Objective 
*^ D — —— 
Visual 
Auditory 
Kinaesthetic 
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WEST GROVE PRMARY SCHOOL 
TOPIC INFORMATION FOR PARENTS 
Class: 
Your child's topic this half term is 
The class will be concentrating on the themes/concepts of 
The maths focus is 
Please send in resources of 
Other relevant information:-
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Starting School 
Booklets 
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WEST GROVE PRIMARYSCHOOL 
ABOUT ME 
Name: Date of Birth 
I ara usuailv called: 
Address: 
Postcode: 
Mother*s Name: Father's Name: 
Address: Address: 
Postcode: Postcode: 
Home Tel: Home Tel: 
Work Tel: Work Tel: 
Mobile No.: Mobile No.: 
These people will collect me: 
My brothers and sisters names and dates of birth are: 
These are my friends: 
Pre-schoo! group I nave been to: Borough: 
Number of full days per week: 
Number of half days per week: 
At home I speak: My religion is: 
My fav ou rite play activity or interests are: 
My particular comforter is: 
Thèse are my pets: 
Any spécial médical conditions or allergies: (Asthma, Peanut Allergy, Diabètes 
etc.) 
My special dietary requirements are: 
Tbis is how I ask for the toilet: 
I am right banded/left handed or undecided: 
When I am upset I 
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GENERAL 
ls your child happy to play while you are in anotfaer room? 
Is s/he used to leaving you to visit relatives/friends? 
Does s/he do this readily? 
Does your child play with other children regulariy? 
Does s/he have the opportuni tv to play outside? 
Does s/he enjoy listening to stories? 
Does s/he enjoy looking at books? 
Has s/he a favourite story/book? 
Is s/he used to sharing toys with other children? 
Does your child bave any particular fears or dislikes? 
Is there anything eise we should know about your child? 
This was filled in by: Date: 
156 
My first drawing for West Grove Primary School: 
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My favourite toy is: 
THINGS I LIKE TO DO 
My favourite games are: 
These are the friends I like to play with: 
My favourite TV programme is: 
My favourite songs or rhymes are: 
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Appendi* 12 
Curriculum Booklets 
for parents 
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A l home wc can 11e11> l>y... 
Singmu. i h y m e s , iinglcs. eie. 
L i s l e n i n g U» lapes, t ' D s , radio, music i»n Ilio le lcvis iun 
T a l k i n g attimi music, whal yov» like, tlon'l l ikc aud wliy 
• T a l k i n g abol i i s o u i k I s in the env ironmenl , loxiJ ami so l i . Iiiyli ami 
low, long and short, eie. 
IZnjoying music togelhcr with y o u r c h i l d . 
West Grove Primary Scliool 
M U S I C 
I l io i m p o r t a n c e ut M u s i c 
EOIINOATION S T A U E 
• M u s i c i s a poweiTuL unique l i irm o l c o m m u n i c n l i o n eau 
change Ihe way pupils teel, think and ael. 
• It brillas logelhcr inlcl lccl and l'ccling and cuahles pcrsou;il 
expression, rc l l cc l ion and einol ional d c v c l o p m c n l . 
• A s an integral part o l e u l l u r e . pasl and p r é s e n t , il helps pupils 
u n d c r s l a ï k l Ihemselves and relate loot l iers , lorging important 
l inks belween llie home, sc luml and the wider wor ld . 
• The tcaching o f music develops pupils' ahility lo listen and 
apprceialc a wide variety o f music and lo niakc judgemenls ahoul 
mus ica l ipiali ly. 
• lt encourages active invo lvcmenl in di l lcrcnt l'omis oramateur 
music m a k i n g . ho lh individual and c o m m u n a l , dcvc lop ing a 
s e n s é o l 'group ideulity and logetherncss. 
• \K also mevenscs seU-discipl ine aud creutivily. aesthchc 
sensi l ivity and l u l l i l m c n l . 
D ü r i n g the l'oundalion Stage, pupils reeugnisc and explore lu>w sounds can 
he cliangcd. sing simple snngs Ihm» meniory, reeognise repeated sound 
pali ci us nini match inuvcmenls lo music. 
KKY SÏA<;E I 
D ü r i n g Key Slagc I pupils listen carellilly and respond pliysieally lo a wide 
range of music. 
l'hoy play musical instruments and sing a variety ol'songs troni meniory, 
advting acconipanimeuts and creating siluri compositions, willi increasing 
confidence, iuiagiiiatioii aud control. 
TUcy explore nml enjoy lunv soumis and silence eau create di f férent moods 
aud cl'lecls. 
K E Y S T A U E 2 
D ü r i n g Key Slage 2 pupils sing songs aud ptay iuslrtimcnts with increasing 
conliilencc, skill, expressiort and awareness ul tlieir own eonlriliutiuu to a 
group in elass Performance. 
I hey improvise, and dovelop tlieir own inusieal c o m p n s i ü o n s , in response 
lo a variely ordiffetent Stimuli with increasing personal involveinenl, 
indepentlence and ercalivily. 
They explnre tlieir (houghls and fcclings llmnigh responding physically, 
inlelleclually and cmolionally lo a variety ol" music Irom dilTcrent Ihnes aud 
culliues, 
How can parents help? 
We need volunteers who can: 
• Draw 
• Sew 
• Knit 
• Make games 
• Shop Tor artcfacts 
• Donatc material 
• Read stories onto tapc 
Storysacks 
at 
West Grove Primary School 
What is a Storysack? 
A storysack is a large ciotti Sag containing a good 
quality young child's picture book wilh 
support ing material s to stimulatc rcading 
activities. 
To bring the book to life, soft toys of the main 
characters, artefacts relating to items in the story, 
a non-fiction book relating to the fiction thème, 
an audio tape and a language game based on the 
book are included. 
Additionally a card of ideas is inserted, 
suggesting to parents ways they may develop 
listening, reading and writing skills using the 
contents of the Storysack. 
Storysacks will help develop and improve your 
child's reading skills and encourage a life-long 
love of reading. 
By using the sack together, you will provide 
opportuni!ies for your child to: 
• Listen lo good stories read aloud 
• Talk and extend their vocabulary 
• Read for meaning 
• Extend their general knowledge 
• Develop social skills 
• Improve confidence and stimulât e an 
interest in books and stories 
Leaming to read 
at 
Weit{irOVPs Pritna-ty 
West Grove Primary School 
HELPING YOUR CH1LD TO READ 
INTRODUCTION 
Our reading programme consisti of.-
1) the work we do in school, e.g. introducing booksto your child, monitoring 
their progress, children making ihcir own books, sharing big books, eie. 
2) the help you give at home by reading and sharing books with your child, 
This is very important, as we need io work together. 
WHAT WE DO IN SCHOOL 
a) using books - we have a range of books, chosen because they are the 
sort of books your child will love to listen to and read for ihemselves. 
We will also have core books whîch the teachers will use for the specific 
purpose of leaching the skills of reading. These books will be fiction and 
non-fiction. 
b) hearing reading - children will have a regulär reading time with their 
(cacher, Some of the following activitiea will occur du ring that time:-
- tallóne about books, authors, etc. 
- discussions as to why the book was chosen 
- child or teacher reading some, or ali, of the book 
- discussing the story, plot, characters, and child's under standing 
- encouraging the child to predici what will happen rtext 
- encouraging the child to have a go at unknown words by reading on 
and making meanjng or by guessing 
HOW CAN YOU HELP ? 
a) Al the beginning - read lo your child as much as possible. Share books 
together, lalk about stori es and pictures. 
b ) Later o n - when your child has heard a lot of books, s/he begins to join 
in. At this stage children begin ta pick out words, point to (hem, e t c . 
They love to feci lhat they are reading, do encourage this. Don't worry 
if the reading is not word perfect at this stage, as long aa it makes sensé. 
If il doc5n*t, help your child, and offer help if your child asks. Sometimes 
if children enjoyed a book, they will read it several times. This is a good 
(hing, you might find a well loved story will be the Srst one a child leams 
to read f o r themselves. 
c) Later still - as your child's skill and confidence grows they will read to you 
more and get better at it. This can take some time, please be patient. Also 
give help if your child chooses a book that is too hard for them to read 
alone. 
d) Help us monitor y nur child's reading - fili in the commenta section i n the 
reading diary which will be C o m i n g home with the books your child 
chooses. Let us know what your child liked, o r distiked about ihe b o o k 
Did they recognise any words in the b o o k ? Could they talk with 
confidence about the story, and what they thought might h a p p e n next ? 
Are they stani n g to guess at words they don't know using the initial 
sounds ? 
Düring the reading times the teacher will be observtng what your child can 
do and making notes for their records 
Our main approach to hearing reading will be ihrough collaborative group 
reading though at other times during the week the children may be involved 
in individua) or paired reading. 
Quiet reading times will also be used to provide opportunities for children 
to browse and become indepertdertt in their choice of books 
c) Teachers read to their classes and have book promotion sessions. In this 
way children build up their répertoire of good reading material fxom which 
to choose for their own reading. 
d) Books in classrooms - we try to make sure that we have a large variety of 
books in classrooms, covering all abilities and interesls. Children also make 
their own books. Each class will have time in the school library from where 
they will be able to borrow books. 
We are emphasising the quality of reading material ofTered to the children. 
Finally, do not apply pressure. Help your child to feel comfortable and enjoy reading. 
Make sure you praise their efforts. 
REMEMBER - WHAT A CHILD CAN DO IN CO-OPERATïON TODAY, HE C A N 
DO ALONE TOMORROW. 
Vygotsky. 
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WEST GROVE PRIMARY SCHOOL 
INSET POLICY Autumn 1999 
The purpose of Inset is to support school improvement and should directly relate to raising 
pupil achievement. This can be done by: 
encouraging staff to be engaged in the continuous process of self-evaluation, 
whereby they are continually reflecting on the quality of their work and their 
interactions with colleagues; 
giving staff the freedom and encouragement to innovate as a staff, without 
fear of punishment or failure; 
shared planning and evaluation; 
observing each other's performance and using each other for feedback; 
and seeking opportunities for individuals to experience leading other adults. 
TRAINING NEEDS 
Training needs should be identified as part of induction, performance management and 
school evaluation systems. 
Staff individual needs can be met through school based training opportunities, e.g. 
leading staff meetings; 
preparing draft policy statements through membership of working parties; 
leading parent meetings; 
working collaboratively with other colleagues; 
job shadowing; 
or through attendance at centrally run courses. 
Funding of courses and cover will be maintained, as far as possible, to enable staffs learning 
to continue. 
Not all courses that staff attend will be to support school development priorities, as we highly 
value our entitlement to our own personal professional development. 
Feedback from courses attended will be facilitated through staff meetings or workshops. 
EVALUATION 
The Inset Policy will be reviewed annually as part of the School Development Planning 
processes. 
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ASSESSMENT POLICY 
Assessment is a continuous process of curriculum planning, gathering. reviewing and 
evaluating information in order to support children's success in their learning in all áreas. 
It is a key educational activity, which enables us to discover a pupil's knowledge, 
understanding and skill development. 
METHODS OF ASSESSMENT 
• Informal assessment (formative) - arising from observation of pupils, information for 
everyday class, group and individual management. Informs short term planning 
which is part of the long-term assessment procedures. This can be recorded but may 
not be. 
• Formal assessment (summative or diagnostic) - this is a more structured attempt to 
gather evidence and make judgements about the learning which takes place. It is used 
to identify specific strengths and áreas for development of particular children to 
inform future teaching and learning. This may include formal testing administered 
internally as well as statutory requirements at the end of Key Stages. In addition 
teachers will assess at the end of an activity or topic and the results wil l be recorded. 
• Pupil self-assessment - pupils making decisions about their own learning. Teachers 
will need to acknowledge the valué of their comments and judgements on their 
personal performance. 
PURPOSES OF ASSESSMENT 
• To provide information to help individuáis make decisions about future teaching and 
learning. 
• To provide information for a variety of audiences, i.e. parents, pupils, colleagues, 
other schools. 
• To assist pupils in their learning. 
• To diagnose particular difficulties that children may be encountering. 
• To assist the teacher in evaluating the curriculum and their teaching. 
• To motívate pupils and ourselves. 
• To select working groups within the class. 
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To celebrate achievement by recognising children's progression. 
• To comply with légal requirements. 
PRINCIPLES OF ASSESSMENT 
• Assessment is an integral part of the teaching and learning process and as such 
assessment opportunities are built in at every stage of planning the curriculum. 
• Assessment takes account of every aspect of the child's development: social, 
emotional, physical, personal and académie and the influence thèse areas have on 
each other. 
• We have shared responsibility to ensure that: 
a) décisions made about children's performance are accurate, fair and 
consistent in practice. 
b) ali children have the opportunity to demonstrate their 
achievements. 
• Reporting ensures that clear communication with parents develops an understanding 
of the school's practices, purposes and principles. 
WORKING ARRANGEMENTS - PLANNING FOR ASSESSMENT 
Planning is essential to effective assessment. Learning expériences are planned and an 
assessment of what a child can do within this is made. 
Long term Topics should be planned to achieve a broad, balanced 
curriculum and ensure continuity and progression. 
Assessment opportunities and activities should be planned at 
this stage. End of Key Stage assessments should be built in to 
topic grid. 
Medium term Topic planning in year groups half termly. Copy of plans 
should be sent to the Headteacher. Sampling of pupils work 
for their Records of Achievement should be made half termly. 
Short term Weekly planning. Clear learning objectives should be 
identified and assessment opportunities / activities built in. 
Weekly observations are recorded in order to inforni future 
planning. 
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RECORD KEEPING 
Records supplement the teacher's personal and professional knowledge of the child. 
Individuai running records should be kept for each child and added to as relevant, but at least 
half termly. 
REPORTING TO PARENTS 
During the summer term teachers will draw upon their records of formai and informai 
assessments to prepare a summary of the child's progress enabling them to report accurately 
to parents. 
Reporting takes place annually in July and in the context of statutory requirements. A written 
report is provided to parents. 
In the autumn term, teachers will meet with parents to discuss the child's progress, and in the 
spring term a written agreement of targets for the child for the following year will be agreed 
between the child, parents and teacher. This written statement of targets will then be used for 
review purposes at following consultations between teacher, child and parents. 
ROLES AND RESPONSIBILIT1ES 
Headteacher Has overall responsibility for assessment in the school. 
Asscssment co-ordinator Responsible for the implementation, monitoring and 
reviewing of assessment in the school. 
Class teacher Responsible for implementing assessment in the class. 
Curriculum managers Responsible for incorporating assessment into the 
subject guidelines. 
Parents Provide information to the school, working in 
partnership, being made aware of school's policy 
through consultation. 
Governors Make resources available to support the assessment 
policy and practice and have an overview of what is 
happening in the school through the curriculum sub-
committee reports. 
Pupils Take an active part in assessment of their own learning 
and be encouraged to develop self-assessment skills. 
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MONITORING AND REVIEW 
The policy will be monitored by the Sénior Management Team, reviewed regularly by staff 
and the curriculum sub-commirtee of the Governing Body, and evaluated at least every two 
years as part of the School Development Planning processes. 
lssues to be addressed in the future 
• To develop a clear system of moderation involving the whole staff to achieve 
consistency of interpretan'on when agreeing standards and expectations, leading to 
school portfolios. 
• To examine systems of marking work to achieve consistency of approach. 
To devise a manageable system for teachers' observational notes to accompany samples of 
work. 
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Appendi* 15 
MARKING STRATEGIES 
Su m ma ti ve Feedback / Markìng 
This usually consists of ticks and crosses and is associated with closed tasks or exercises. 
Wherever possible, children should self-mark or the work should be marked as a class or in a 
group. 
Formative Feedback / Marking 
With orai feedback, in the course of a lesson, teachers' comments to children should focus 
firstly on issues about the learning intention and secondly, and in a whisper, on other features. 
Quality Marking 
Not ali pièces of work can be 'quality marked'. Teachers need to decide whether work will 
simple be acknowledged or given detailed attention. 
Wherever the task is open or narrative, feedback should focus first and foremost on the 
learning intention of the task. The emphasis in marking should be on both success against the 
learning intention and improvement needs against the learning intention. Focused comment 
should help the child in 'closing the gap' between what they have achieved and what they 
could have achieved. 
With English narrative writing, codes can save time and make the feedback more accessible 
to the child: 
• Highlight three things which are best against the learning intention 
• Put an arrow where improvement against the learning intention could take 
place (including a 'closing the gap' comment) 
Where codes are inappropriate, success and improvement should be pointed out verbally or in 
written forni. 
Useful 'closing the gap' comments are: 
• A reminder prompt (e.g. what else could you say here?) 
• A scaffolded prompt (e.g. what was the dog's tail doing? The dog was angry so he.... 
Describe the expression on the dog's face) 
• An example prompt (e.g. Choose one of these or your own: He ran round in circles 
looking for the rabbit / The dog couldn't believe his eyes) 
Secreta rial Features 
Spelling, punctuation, grammar, etc. should not be asked for in every piece of narrative 
writing, because children cannot effectively focus on too many things in one space of time. 
When work is finished, ask children to check for things they know are wrong in their work 
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when they read it through. They should not be told to correct all spellings, or they are likely 
to write further misspellings or waste time looking words up. 
Only give children feedback about those things you have asked them to pay attention to. This 
will mean that some aspects of writing are unmarked, but over time will be marked. 
Seif Marking 
Children should self evaluate wherever possible. Children can identify their own three 
successes and look for improvement points. The plenary can then focus on this process as a 
way of analysing the learning. 
Shared Marking 
Usìng one piece of work from a child in another class to mark as a class, using OHP, at 
regulär intervais, model the marking process and teach particular points at the same time. 
Another strategy is to show two pièces of levelled work, with the same title, and discuss their 
différences. 
Paired Marking 
Before ends of lessons, children should sometimes be asked to mark narrative work in pairs. 
The following points are important: 
• Paired marking should not be introduced until Key Stage 2, unless teachers feel younger 
children are ready for this 
• Children need to be trained to do this, through modelling with the whole class, watching 
the paired marking in action 
• Ground rules (e.g. listening, interruptions, confìdentiality, etc.) should be decided, then 
put up as a poster 
• Children should, alternately, point out what they like first, holding the highlighter pen, 
and then suggest ways to improve the piece, but only against the learning intention and 
not spellings, etc. The 3:1 success to improvement ratio should be followed, to avoid 
over-criticism. 
• Pairings need to be based on someone you trust - best decided by teacher. 
• Pairings should be ability based, of two middle, two brighter or one middle and one lower 
together. 
• Encourage a dialogue between children rather than taking turns to be the 'teacher'; they 
should discuss each other's work together (e.g. I think this bit really shows how that 
character feels, what do you think?) 
Organisation 
• The first 5 - 1 0 minutes of a lesson should, wherever possible, be used to get around the 
class to establish understanding and act on it where the work is too easy or too difficult. 
• Where possible, children should be encouraged to self-mark. 
166 
Set less work, so that time can be allowed to go through work and mark as a class. 
Wherever class discussions take place, feedback is given orally. Notes might also be 
necessary to inform future planning as a result of the discussion fìndings. 
Children need to have some feedback about their work, but flexibility is important, 
depending on the nature of the task and the time available. 
Distance marking should be accessible to children and manageable for teachers. Use 
codes against learning intentions wherever possible. 
When work has been distance marked, time should be given for children to read and then 
make one focused improvement based on the improvement suggestion (linked with the 
arrow when codes are used). In order for the marking to be formative, the information 
must be used and acted on by the children. 
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Appendix 16 
Portfolio Summary: 
Clus ter /Competenc ie s 
Portfolio 
Leve l of Performance Ccmponents 
Group 1 
Strategie Thinking 
Impact and influence 
Have .Veeo 
Group 2 
Drive for Improvemem 
Personal Conviction 
A W — * ~ 
Group 3 
Transfarmaticnal Leadership 
Hold Peaple Accountafale 
Group 4 
Initiative i 
Scan the Environment '• 
i 
Analytical Thinking j 
A C ~ Z « — 2 V 
Group 5 j 
Oevelop Potential | 
i 
Teamwork 
A 
• 
A 
Group 6 l 
Respect for Others . • | 
Challenge and Support i 
Understand Others ! 
Social Awareness 
Q 
A 
A 
A ^ 
a 
; . v 
1 
T o t a l O t h e r s Q Sel f A T a r g e t L e v e l 
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Appendix 17 
"The encouragement from staff to pupils." 
"Team Work." 
"AH staff are working towards the same goals." 
"Children arc allowed to work in their preferred way." 
"Cairn and positive ethos." 
"Positive behaviour." 
"Child ccntred approach." 
"Positive attitudes of staff." 
"Senior managements approachability and support (staff, children and 
parents)." 
"Children are happy and secure in their learning environment." 
"Individuai needs and intercsts are starting point for learning." 
"Everyone is friendly and smiles are everywhere." 
"Everyone seems to sìng from the same song-sheet regarding behaviour, etc. so 
the children always know where they stand." 
"The children lcarn better by being ablc to learn in the best way for them." 
"The importance placed on everyone S individuality." 
"Partnership with both parents / staff." 
"Staff are hère for each child and support each child's needs and learning." 
"School is built on trust." 
"We do what we believe, not what we are told to do." 
"The empowerment and confidence given to staff and children - allowing us to 
be the best we can be." 
"Being trust ed to make own judgements and décisions for the benefit of the 
children - given that flexibility." 
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"Working in a happy, relaxed environ ment knowing the re is unanimity of 
understanding in what we're doing and why we're doing it." 
"Everyone is invited to participate and contribute to our journey of inclusion." 
"We change philosophy and policy to mect childrcn's needs." 
"Concentrating on learning rather than teaching." 
"Action based on research and expérience rather than just expérience." 
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Appendix 18 
"... will be a unique centre of excellence." 
"... will bave children who have moved on with not only académie skills but with 
skills of tolérance and be able to help others." 
"... will still be a positively progressive place... full of happy, confident children 
who will transfer to seconda ry school, well rounded and able to fol low and 
achieve their own aspirations (not just the ones set by the gov.)." 
"will continue to be a happy, independent and welcoming environment which is 
an inspiration to other schools." 
"... will set the trend academicalry for all schools everywhere." 
"... will continue to work and achieve higher levels of achievement for our 
pupils, to the best of their ability." 
"... will continue to have an inclusive approach, i.e. children and staff working as 
equals." 
"... will become an inspiration for other schools." 
"... will continue to work and achieve bigger expectations for staff and pupils." 
"... will be giving children a wide range of opportun ities, to stretch children in 
any strengths they may have, to their full potential. A very broad curriculum is 
paramount." 
"... will be a school full of happy, intelligent children." 
"... will be liasing with other countries, have children setting their own 
curriculum based on their learning styles, with a more global view for everyone." 
"... will be a world leader in the techniques of learning, releasing time for 
development of social skills and enjoyment of life for our children." 
"... will be an early years centre of excellence. Planning will be developed 
through the children's needs and interests. Parents will be involved in a 
continuai cycle of planning and evaluating. Team teaching will become more of 
a 'norm1 rather than the exception." 
"... will have its own interactive web site; have a wonderful explorativc outsidc 
area; maintain and strengthen its ethos as the school grows; will maintain 
consistent and focused communication Systems." 
171 
"... will be a place whcrc children are proud to be. It will create individuals, not 
cloned groups. Children will learn about life and skills needed to survive in this 
tough world. Staff will feel they are actually making a différence." 
"... will continue to work as a team to build a greater achievement throughout 
the school." 
"... will be an established, well regarded primary school serving the local 
community and its future." 
"... will be a fully run learn in g, community school." 
"... will be a team (teacher and parent)." 
"... will be a school of excellence having continued to explore and develop 
alternative teaching and learning styles. AH children will be compétent, 
independent learn ers with teachers as faci li ta tors of learning." 
"... I see children becoming more independent and acbieving good standards." 
"... will be emulated by ail schools in Enfïeld." 
"... will continue as an inclusive school in ail aspects, i.e. special needs, staffïng 
and a positive ethos throughout. Hopcfully to continue our positive behaviour, 
staff and pupils towards learning. Keep the spark going." 
"... the outdoor plans will have been realised and the school will be offering an 
outstanding outdoor curriculum." 
"... will be the highest achieving school in London." 
"... will have established itself as an educational centre of excellence." 
"... will be everything everyone is trying so hard to make it, an ail children will 
have the opportunity to rcceive this forni of éducation." 
"... will be a beacon school." 
"... will be a beacon school for learning." 
"... will be an excellent, fully inclusive, educational facility." 
"... will be a ree ogni s ed pioneer of the learning community, with children 
planning their own curriculum from KS2, with research and data to back 
methods. Will be a training school, centre of excellence, reversing recruitment 
issues; where children will be articulating benefit s to visitors." 
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Appendix 19 
Template for Inclusivity 
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; Inclusive Education \ 
Elaine Wilmot July 2002 
David Blunkett, the then Secretary of State 
for Educat ion, in September 1999, wrote: 
"We are aiming to encourage a more 
inclusive and cohérent éducation system. 
We are encouraging a more stratégie 
approach by local authorities to SEN 
issues, to promote more inclusive 
mainstream schools backed by spécial 
schools which have a clear and shared 
vision of how they will provide specialist 
skills and expérience for the system as a 
whole. Inclusion is not about the 
Wholesale closure of spécial schools. It 
is about building on and developing the 
wealth of expertise and expérience within 
the specialist sector in the interests of 
the children." 
The inclusive agenda 
is here to stay. How 
can we ensure that 
ail our schools are 
inclusive? 
Ofsted in their latest guidance for inspectors 
and schools, "Evaluat ing Educational 
Inclusion" (2001) write: 
"Educational inclusion is more than a 
concern about any one group of pupils 
such as those pupils who have been or 
are likely to be excluded from school. Its 
scope is broad. It is about equal 
opportunities for ail pupils, whatever 
their âge, gender, ethnicity, attainment 
and background. It pays particular 
attention to the provision made for and 
the achievement of différent groups of 
pupils within a school." 
So what can we do, in our schools, to 
promote and develop inclusion? 
Inside are some areas for considération with 
suggested key questions that we should ail 
be addressing. 
A template for inclusivity 
Key Questions 
• How do you assess for quality of îearning? 
• Do you value only what is measurable? 
Pedagogy 
Learner-centred 
Skills-based 
Individual 
Developmental 
Needs-driven 
Is your curriculum grounded in educational theory? 
Is your curriculum responsive to individual needs? 
Is your curriculum a curriculum for life? 
Quality of Iearning 
• SATs 
• Progress made 
Bench-marking 
Attitudes, Behaviour, 
etc. 
• Wholechild 
• Cognitive 
• Formative / summative 
• Self-assessment 
Assessmenl 
• Are pupils engaged in self-assessment? 
• Do you use assessments to inform future plans 
for individual Iearning? 
Do you consider each child as an individuai learner? 
Do your teaching styles enable ali children 
to access the curriculum? 
Learning Style Préférence 
Accelerated Learning 
Multiple Intelligences 
Brain / Body / Senses 
Learning Cycles 
Learning 
Pupils 
Parents 
Staff 
Community 
Learning 
Facilitator 
How do you enable pupils to 
become independent learners? 
How do you enable the wider 
community to support learning 
beyond the classroom? 
Environment 
Physical 
• Time 
• Indoor 
• Outdoor 
Emotional 
your environment conducive for effective learning? 
it safe to make mistakes? 
there a balance of support and challenge? 
£ For schools to be truly inclusive, they havé to: 
X 
^ • Be focused on the individuai and what they can do; 
X 
£ • Provide a needs-based, skill-focused curriculum based on 
X observational assessment; 
x 
x 
X • Be learner-focused and needs driven; 
x 
X 
X • Be reflective with a view to continuous improvement; 
x 
^ • Support staff in their development as learners; 
X 
X 
^ • Interact with the community and be the hub of their 
^ learning community; 
X 
\ 
^ • Extend learning beyond the school day and the school 
^ building. 
X 
If you would like to talk with Elaine, 
she can be contacted at: 
West Grove Primary School 
Chase Road 
Southgate, London N14 4LR 
Phone: 020 8351 9200 
Drwilmot(Shotmailcom 

